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ABSTRACT
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The history of Multicultural Education in the United States has
portrayed

innovations in both the product and program perceptions of

multicultural education occurring at the implementation level within
school systems and teacher education.

However, the process perception

of multicultural education has been overlooked, resulting in few or no
innovative strategies
programs.

in

school

systems and teacher education

This pilot study attempts to address the long neglected

area of process within multicultural education.
The study was conducted with 27 participants enrolled in a
Multicultural Education Course at the University of Massachusetts at
Amherst.

Participants were randomly assigned to two groups:

(1) the

Intervention Group, which received the process design, and (2) the
Control Group, which received the regularly scheduled course offering.

vi

The process design was tested by means of scales, personal interviews,
and open-ended course evaluations.

The results of the opinion survey,

when statistically analyzed, evidenced no significant difference
between the Intervention Group and the Control Group.
hand,

the personal

On the other

interviews and the open-ended course evaluations

revealed notable distinctions between the Intervention and the Control
Groups. Results were discussed in terms of difficulties of rating
scales,

inclusion of qualitative instruments,

facilitator's style within the process design.
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CHAPTER

I

INTRODUCTION
Purpose of the Study
This dissertation study has its beginnings in an in-service
training process

designed to enhance and expand educators'

understanding of themselves as multicultural

individuals.

This

process emphasizes the need for educators to examine their own
cultural identity, and analyze the impact of cultural variables on
themselves, their students, and the total educational environment.
proceeds at three levels of awareness and competencies:

It

fostering the

individual's ability to perceive others, society, and the world
through new eyes as a multicultural person; developing the knowledge,
attitudes, and skills that the individual needs to recognize and
appreciate cultural diversity; and empowering the individual to modify
personal

belief systems and institutionalized policies that hinder

equal status and opportunities for all people within the society.

The

purpose of this study is to assert that the essence of Multicultural
Education is process, and that educators must consciously address and
implement process to create a link between theory and practice.

Statement of the Problem
Within the historical development of multicultural education in
the United States, three major perceptions have emerged -- product,

1

2
program, and process.

Innovations have occurred in both the product

and program perceptions of multicultural education carrying the theory
through into implementation.

However, the probl em remains that the

process perception of multicultural education is locked at the theory
stage and consequently not carried through into the implementation
stage.
will

Without process as its foundation. Multicultural Education

remain known by many in the field of education as a "fad," a

"frill," or a "band-aid" technique with a shaky life expectancy.

Definition of Terms
At the outset, to provide conceptual clarity, two terms critical
to this study, Process and Multicultural Education, will be defined.
As Webster's New World Dictionary (1979) states, the word process
"comes from the Latin root:

pro=forward and cedere=go"; and can be

defined as "a continual development involving many changes"
Therefore,

in

this context.

Process

(p. 476).

is an ongoing continual

development that involves reflection, action, analysis, synthesis,
reassessments, and changes.

Process is viewed as cyclical in nature -

- action, reflection, action, evolving and flowing one from the other
-- in a cycle, never ending.

It is not linear in nature, that is with

a beginning, middle, end, culminating in a final product.
process

Instead,

is continual and persistent, like the phases of the moon and

the tides, moving through a cycle until it returns with subtle and/or
significant alterations to its starting
awar en ess.

point with ever greater

3
Multicultural

Education is an ongoing awareness process that

recognizes, respects and accepts the human dignity and

cultural

diversity of each individual, promoting an understanding of self and
others.

As

process,

multicultural

education

is a continual

development of cultural awareness, which resides within the person's
perceptions, attitudes, values as well as within the external factors
of content, curriculum, and materials.

As an intrinsic tenet within

the entire educational process, multicultural education assists in
developing inter personal, analytical, conflict resolution, critical
thinking, and decision making skills that empower each person to
initiate and enact positive change, both individual and structural in
nature.

Role of the Teacher in
Multicultural Education
In the process component of multicultural

education,

the

individual who is primarily responsible for translating theory into
practice is the teacher.
the classroom.

The teacher is, in effect, the catalyst in

Every teacher carries his/her "cultural baggage"

throughout the day's events,
"cultural

interactions, throughout life.

baggage" cannot be dropped off or disposed of at the

cl assroom/school door, and thus be forgotten.
unique

cultural

Each teacher has a

identity/hi story with particular self-concepts,

perceptions, attitudes, and biases.
cultural

This

group affiliations

(i.e.,

An individual teacher has certain
ethn i c, racial, religious, age,

sex, socioeconomic, linguistic) that bear heavily upon the environment
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in the classroom and the interaction between the teacher and the
students.

These affiliations and interactions have positive or

negative impact upon the students' personal and academic development.
Just as student-teachers and teachers need to be fully prepared in
curriculum content,

instructional

methodology, and classroom

management, so too must they be fully prepared to effect multicultural
understanding and competencies within the educational setting.

As

such, the process component of Multicultural Education must be
incorporated within the Pre-service/In-service Teacher Education
Program.

Significance of the Study
The salient premise of this dissertation is that Multicultural
Education must be perceived and implemented as Process.
addresses human

Process

interaction, which is currently the overlooked,

ignored dimension of Multicultural Education.

How an

individual

interacts with another is predicated on each person's perceptions,
attitudes, and values, which are conveyed consciously or unconsciously
to one another.

A core element within the educational environment is

the human interaction that occurs between the teacher and the student.
The perceptions, attitudes, and expectations of the teacher have a
profound influence on how each student perceives him/herself, how well
each student learns, what each student achieves, and how each student
feels about him/herself and others.

Process is the continual, ongoing

development of self-awareness and understanding through quality human
interactions

and experiences.

It is this

sensitization and
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development of positive human interaction patterns that provide and
foster the wholesome, trusting environment for enhancing self-growth,
acceptance of cultural diversity, and academic achievement.
is the key to the efficacy of Multicultural Education.
the foundation,
attitude,

Process

It addresses

the solid base, the inward dimension of perception,

interactions, and commitment that must be included and

examined if the outward dimension of product, content, and program is
to be effective and enduring.

Without

process.

Multicultural

Education will become just another tenuous educational fad that is
destined to be discarded.
Deslonde ( 1977 )

emphasizes that interaction patterns [process]

must be an integral part of teacher planning equal to instructional
and curricula areas [content]:
The examination of how persons interact in schools, an
analysis of the consequence of such behaviors, and the
resultant change in the way people behave would be
considered process change...when structure, content and
process are changed to enhance a positive appreciation of
cultural diversity...multi cultural education has begun.
(P. 70)
The

significance of this study is that it provides a design for

implementing Multicultural Education as Process within Pre-service/Inservice Teacher Education.

The design assumes that the teacher is the

most critical participant in the multicultural process because he or
she enacts multicultural

competencies that students can then model.

The products and programs of multicultural education are clearly
valuable, but only in the hands of a mu Iticulturally sensitized
educator.

As such, this design presents a process approach which

develops, from within, a Multicultural Educator who will foster
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quality human interactions within the classroom/school and who will be
empowered to create positive change

in

the entire educational

en vi ronment.
To clarify the differences among the Product, Program, and
Process perceptions of Multicultural Education,

it is necessary to

examine the historical development of Multicultural Education in the
United States.

CHAPTER

II

MULTICULTURAL EDUCATION IN THE UNITED STATES:
HISTORICAL DEVELOPMENT AND PERCEPTIONS
The 1960s:

Product Perception

For the past twenty or so years many educators have approached
Multicultural Education as primarily a product, special program, or
curriculum add-on. Multicultural Education did not emerge in a vacuum,
but evolved from a specific historical, sociopolitical environment.
In the mid-1960 s, the civil

rights movement began to change its

character from a passive non-resistant stance to a more assertive
position.

As Geneva Gay (1983)

states in her description of this

movement:
The arenas of activity moved from courtrooms and the
southern states to the northern ghettoes and the campuses
for colleges and schools. The ideological and strategic
focus of the movement shifted from passivity and
perseverance in the face of adversity to aggression, selfdetermination, cultural consciousness, and political
power, (p. 560)
The civil rights movement reawakened in many minorities ethnic pride
and identity.

What African-Americans initiated as a demand

for

rights, freedom, and equal justice developed into a movement for
recognition of the rights

of all

oppressed peoples -- Native

Americans, Mexican Americans, Puerto Ricans, Asian Americans, White
Ethnics and Women of America.

In response to the minority demands.

Ethnic Studies Programs were included in the school curriculum.

7

In

8

response to political pressures, single, separate curriculum products
consisting of lessons, units, or courses for Social Studies and/or
English were hastily devised and published.

Courses such as Black

History and Japanese-American Literature basically presented factual
information about the historical encounters

ind cultural contribution

of these minorities in the United States. The primary audience
targeted for these products was school systems heavily populated with
minority enrollment.
most

For example. Black Studies Programs were found

predominantly

in

public schools

concentrations of Black students.

populated with

Likewise,

large

course offerings

regarding Japanese-Americans were mainly taught in schools on the West
Coast where considerable numbers of J apan ese-Ameri can students were
enrolled.

These courses

were not seen by school

officials as

necessary or relevant if the ethnic minority group was not largely
represented in the population.

The Early 1970s:

Program Perception

In the early 1970s, some educators began to recommend a more
comprehensive program, a broader conceptualization and application of
Multicultural Education that encompassed school

climate, staffing,

assessment, and evaluation procedures as well as curriculum content.
It was advocated that multicultural

studies be offered to all

students, not only the minority students, and that teaching about a
variety of ethnic groups be encouraged.

In conjunction with this

broadening conceptualization, textbook analysts exerted pressure on
publishing companies to support minority demands for an accurate,
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unbiased portrayal of racial minorities in various instructional
materials.

As Gay (1983) notes:

Textbooks continued to report ethnic distortions,
stereotypes, omissions and misinformation as recently as
the mid-1970s.... Although the most blatant derogatory
stereotypes of Afro-Americans had been eliminated,
textbooks still tend to "type" Afro-Americans negatively
by habitually showing them in occupational uniform, by not
naming them, and by not giving them speaking roles in
stories, (p. 56)
It is evident that textbook analyses reported similar results for
other minority groups as well -- Puerto Ricans, Mexican Americans,
Native Americans, and Asian Americans.

For instance, an analysis of

Puerto Rican History within 25 United States History textbooks
published between 1961 and 1982 revealed that stereotypes, misleading
information, and omissions pervaded these

texts.

The analysis

disclosed that in all 25 textbooks, Puerto Rican History was ignored
and belittled.

As Wigutoff and Santos-Rivera (1983) explain:

In every case, their presentation of facts comes from an
Anglo perspective that reduces Puerto Rican history to
little more than a footnote in the "pageant" of U.S.
history. Given the complete absence of Puerto Rican
perspective and the failure to include new scholarship
from Puerto Rican historians, the information presented in
even the newest textbooks remains one-dimensional and
insufficient (p. 17).
In more recent years the perception of Multicultural Education
as product and special program has not greatly altered in the minds of
many educators.

Banks ( 1977)

defines multicultural as a "program

that is concerned with a wide range of cultural groups within American
society who are victims of discrimination because of their unique
cultural

characteri sti cs.

He advocates

that the

total

school

environment be reformed to foster respect for these cultural groups.
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Viewed

in this way, concepts such as prejudice, discrimination,

alienation, conflict, and identity are seen common to these groups.
Cheng, Brizendine, and Oakes (1979) support multicultural education as
a school program that should "foster positive interactions among
children of different cultural groups and provide educational
experiences that are meaningful
addition,

for all

groups"

(p. 283).

these authors believe that to achieve "an equal chance for

minority children," a sociopolitical aim must be addressed,
lead

all

In

individuals,

i.e., "to

regardless of their race or status, to

acknowledge the right of all groups to exist culturally and to share
status and power in American society" (p. 283).
included by Cheng, Brizendine,

and Oakes

An important element

is a recognition

and

affirmation of the American ideal of all groups attaining equal status
and power in a democratic society.
Suzuki

( 1979) presents an extensive definition of Multicultural

Education as "an educational program which provides multiple learning
environments that properly match the academic and social needs of
students" (p. 47-8).

He continues to explain the specific types of

skills, attitudes, and abilities that must be developed and fostered
to help students understand their own and others'

backgrounds.

Moreover, the program should assist students to change society, to
eliminate poverty and dependency, and to develop a meaningful identity
for all people.
Garcia's

(1982)

description of multicultural

instruction as

well supports a program of instruction:
Multicultural instruction directly counters elitism
sexism, and racism in American public school teaching and
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learning. Multicultural instruction is the generic term
for a broad-based educational encounter with unjust,
exclusive and exclusionary educational policies, programs
and practices, (p. 8)
*
Grant

(1978)

perceives Multicultural Education as a broader

concept that is "comprehensive and fundamental to all educational
endeavors." He advocates the use of the phrase "Education that is
multicultural" and believes its central element to be respect for
diversity and individual differences.

He defines the concept in the

fol1 owing way:
Regardless of the specific form each program takes,
education that is multicultural must be pervasive and
everlasting. It must take place throughout life; and the
school, as society's education agent, needs to manifest
and articulate it in every aspect of its program,
especially in staff personnel, curricula, and
instructional materials, (pp. 47-8)
Hiraoka

(1977)

"developmental

also views Multicultural

concept," similar to Grant.

Education as a

However, rather than

advocating a change of term, Hiraoka strongly urges that a "concept of
multicultural be defined and developed in its own right if it is to be
effective in removing previous shortcomings" (p. 177).

Moreover,

Gollnick (1980) claims that Multicultural Education is just a "new
name" for concepts that have existed for more than thirty years.
The perception of multicultural education as "product"

and

"program" seems to emphasize the concrete, external factors -- the
what and the wlv^ -- with the critical process factor of the how
remaining somewhat ambiguous, and at times untouched or completely
eliminated.

Gay (1977) seems to believe that a practical reason

exists for this:
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Early advocates of multicultural education — and school
practitioners who are faced with the daily routines and
politics of implementing educational programs — tend to
find this conception of multicultural education quite
agreeable. They understand, only too well, the practical
advantages of haying "tangible" products to sell to
taxpayers, politicians, parents and other publics, as
opposed to the difficulties inherent in selling
educational theories and concepts that do not have sensory
visibility or are not materially tangible, (p. 4)
Historically,

the

multicultural education.
justice,

equal

mid

a time of growth

for

The White ethnic groups were demanding

recognition,

educational system.

1970 s was

and

inclusion

They required the

into the American

incorporation of their

ethnic/cultural histories and contributions into the school curricula.
Multicultural programs were stressed as essential within the total
school

experience.

Simultaneously, legal strides gave credibility to

these multicultural endeavors with the Bilingual Education Act, the
Ethnic Heritage Act, and the Lau decision passed.

The Bilingual

Education Act was added as an amendment to the Elementary and
Secondary Education Act of 1965.

This act provided assistance to

programs that were designed to address language differences as well as
for the training of teachers working

in bilingual programs.

The

Ethnic Heritage Program legislation of 1972 , encouraged the study of
ethnic and racial minority cultures by children in the United States.
Moreover, the Supreme Court decision in the Lau v. Nichols Case of
197 4 , established the right of a student to an education when his/her
language is other than English.
state

State departments of education and

legislatures adopted goal statements, supported policies,

required curriculum revisions, and endorsed ethnic/cultural projects.
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All these measures were taken to ensure the integration of ethnic
pluralism in the educational setting.

The Late 1970s to the Early 1980s:
Process Perception
By the late 1970s, the goals of Multicultural Education were
extended and expanded.

Within these past ten years especially,

educators have perceived Multicultural Education not simply as
product or comprehensive program, but as process.

Gay (1983) explains

that "as the idea grew to conceptual maturity, multicultural
education came to mean both content and process, curriculum and
pedagogy, ideology and policy" (p. 562).
In 1977, the National Council for Accreditation of Teacher
Education incorporated Multicultural Education into its standard as a
requirement for the certification of teacher education programs,
clearly defining it as a process:
Multicultural Education is preparation for the social,
political and economic realities that individuals
experience in culturally diverse and complex human
encounters. These realities have both national and
international dimensions. This preparation provides a
process by which an individual develops competencies for
perceiving, believing, evaluating and behaving in
differential cultural settings. Thus, multicultural
education is viewed as an intervention andan ongoing
assessment process to help institutions and individuals
become more responsive to the human condition, individual
cultural integrity, and cultural pluralism in society.
(P. 4)
Margaret Gibson (1976) describes Multicultural Education as "the
process whereby a person develops competencies in multiple systems for
perceiving, evaluating, believing and doing" (p. 15).

Leon Frazier
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( 1977) believes that education in the United States has always been
generally multicultural; however, "the issue is not whether education
is multicultural, but rather the extent to which multicultural ism as a
philosophy, a process, an outcome is present in education" (p. 12).
Yet another writer. Gay ( 1977 ) elaborates by commenting that during
the late 1970s a new perception was emerging by some educators "who
might be described as philosophical eclectics." She notes that these
educators perceive multicultural education as:
A pedagogy -- a process of total educational reform -which aims to revolutionize the entire educational
process, and revitalize the promise and potential of
education for all students, whatever their ethnic identity
and cultural background, (p. 5)
The term Multicultural Education creates three perceptions
within the mind of Payne (1983, p. 98).

His first view is as

"product," that is, the contributions and surface aspects of ethnic
groups, such as pow-wows and pinatas.
"civil

The second view emphasizes

rights and atonement for past injustices" or in short

"entitlement." This image is based on history, the demands made by
certain groups, primarily targeted oppressed groups, for recognition
and a betterment of their conditions.

However, he notes, this second

view becomes seen as "only a minority concern." The third view, and as
he states "the least utilized," is multicultural education as
'process." Payne (1983) clearly explains:
This process approach includes the first two perceptions
but goes beyond the product stage in that the primary
focus is on the concept of culture, as opposed to
ethnicity_[it] recognizes the entitlement aspect
through the fact that to obtain what one is entitled to,
one must begin, first, with a fair system and, second,
with an equal distribution and acquisition of sxial and
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academic skills. This view of multicultural as process
involves an essential understanding on the part of
educators for such educational variables as methodology,
curriculum, subject examples and instructional techniques
in other words, the total process of teaching, (p. 99)

Summary
The preceding discussion has served to establish an historical
context for the perceptions of Multicultural Education in the United
States.

In the 1960s -- in response to demands for social and

political equity by the civil rights movement and other minorities -units, lessons, and courses (i.e., single, product-oriented programs)
about ethnic/racial minorities in America were designed.
1970s a gradual shift occurred.

In the early

A comprehensive program was seen as

necessary for all students, not just for minorities. This program
emphasized the cultural contributions of various ethnic minority
groups by infusing multicultural concepts into the already existing
curriculum.

Thus, this shift involved a series of or multiple ethnic

minority programs.

By the late 1970 s educators broadened the

perception of Multicultural Education to embrace the "how," the
quality of interactions (i.e., the process of the total educational
experience) not just an educational program.
In 1977 , Geneva Gay discussed a limited number of emerging
educators whom she named "the philosophical eclectics"; in 1983,
Charles Payne described "the least utilized" view of Multicultural
Education as process; and presently in 1988, this historical review
has clarified that the same educational problem exists.

The product,

program, packaged content of Mul ti cul tural Education persists as the
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mode of implementation, while the intrinsic, substantive component of
process is minimized, neglected, and sometimes ignored.
Elizabeth Hunter discusses the need for change in education and
describes the many attempts by educators to bring about that change.
She identifies three types of innovation:
process.

structure, content and

Structure is defined as the ways classrooms/schools are

organized; content as the revisions or introductions made in the
subject areas and curricula; and process as relating to human
interaction.

Moreover, Hunter (1972) clarifies a significant point

relevant to this study, which explicitly affirms the problem stated
above:
The possibilities inherent in any innovation in content or
structure cannot be fully realized without accompanying
changes in the third area, that of process.... What is
currently most needed in our schools is, in fact, process
change... introducing changes into the areas of content and
structure [do] not change the ways in which human beings
[behave] toward one another, (p. 15)
Since the 1970s, educators/theoreticians continue to discuss the
process component of Multi cultural Education; however, the need is
quite evident for the next step of implementation to be taken.

What

Hunter simply yet profoundly states concerning education in general
aptly relates to the multicultural dimension within education.

The

process component can no longer lag behind, be overlooked, or
neglected.

The Process changes in Multicultural Education must

accompany the changes in content and structure.
In the following section of this paper, a review of the
literature relating to Multicultural Education will be discussed.

The

approaches utilized in the school systems and in teacher education
will be presented, exploring the transition from theory to practice.

CHAPTER

III

REVIEW OF THE RELATED LITERATURE
The purpose of this review is to investigate the approaches
employed in the implementation of multicultural education within two
specific areas:

(a) the approaches designed for the school systems,

and (b) the process approach within teacher education at the pre¬
service/in-service levels.

This investigation will specifically

examine the means by which the perceptual understanding of
multicultural education (i.e., product, program, and process) is
transmitted, carried over, and implemented within school systems and
teacher education.

Approaches to Multicultural Education
in School Systems"
As the International Encyclopedia of Education (1 985) states,
the educators in response to demands by ethnic and immigrant groups
implement a "wide variety of programs, courses and activities [known
by] various names, including ethnic studies, multiethnic education,
cross-cultural education, and bi1ingua1-bicu11ura 1 education,
sometimes referred to collectively as multicultural education
3440).

(p.

Both the International Encyclopedia of Education (1985) and

McCormick (1984) note that because of the lack of and/or little
agreement about the goals of Multicultural Education, implementation
strategies in the schools have been problematic.
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Furthermore, Greeley

18
(1971),

noting the confusion about diversity that has been present in

our nation's history, comments he is "not surprised that implementing
multicultural

concepts

in

education has been,

and remains,

problematic" (p. 12).
Rodriguez (1984) and Cheng, Brizendine, and Oakes (1979) bring
new dimensions to the
education.
"huge gap

implementation aspect of multicultural

Rodriguez (1984) attributes this problem to the apparent
[in

our schools]

implementation" (p. 47).

between

commitment

and

actual

He cites studies completed by AACTE ( 1980)

and Washburn (1981), which attempted to collect data about various
colleges and schools' development and implementation strategies in
their programs.
problem was

From these studies, Rodriguez discovers that the main
"not

one of content but one of interpretations and

appl ications" (p. 47).
Cheng, Brizendine, and Oakes (1979)

present another gap, a

"power" gap that prohibits the full implementation of multicultural
education

in

the

school

systems.

These authors believe that a

sociopolitical goal whereby the right of different groups to be and to
have access

to status and power in American society is a must.

Therefore, they profess, "to fully implement multicultural education
the movement must go beyond the classrooms and toward effecting
changes in the power relationships in the larger social, political,
and economic systems"

(p. 285).

Without the elimination of these

inequalities, multicultural education cannot possibly contribute in a
significant way to provide equal educational opportunities for
minori ties.
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At this time, two specific works, one of Margaret Gibson and the
other of Carl Grant and Christine Sleeter, analyzing literature about
multicultural education, will be addressed.

First, in her analysis of

publications in this area, Gibson ( 1976) identifies and describes five
major approaches.

The first four approaches are programnatic, and for

each she delineates the basic assumptions pertaining to the underlying
values, change strategies, intended results, and target populations.
The fifth approach, a conceptual one, comes from an anthropological
perspective on both education and culture and, different from the
first four, is seen more broadly than formal schooling, recognizing a
relationship between in forma 1/out-of-school
programs.

What follows is a

learning and school

listing of Gibson's

(1976)

five

approaches with the purpose of each:
1. Education of the Culturally Different or Benevolent Multi culturalism -- to equalize educational

opportunity

for

culturally different students.
2. Education About Cultural Differences or Cultural Understand¬
ing -- to teach children to value cultural differences, to
understand the meaning of the culture concept and to accept
others' right to be different.
3. Education for Cultural Pluralism -- to preserve and extend
cultural pluralism in American society.
4. Bilingual

Education -- to

produce

learners who have

competencies in and can operate successfully in two different
cul tur es.
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5. Multicultural Education as the Normal Human Experience — to
promote competence in multiple cultures,
Gibson

( 1976 )

(p. 7-18)

suggests that the literature concerning multicultural

education "lacks clarity with regard to key concepts and abounds with
untested and sometimes unsupportable assumptions regarding goal s,
strategies and outcomes" (p. 14).

As Gibson states:

All four approaches tend to equate education with
schooling and to overlook the educational processes
occurring outside of school. All of the approaches
include among their goals increased social justice yet,
with the exception of education for cultural pluralism,
they tend to overlook the larger socio-political context
of formal education, (p. 14)
This author explains that multicultural education is derived from the
concepts of education and culture as defined by anthropologists.

She

believes that "multicultural ism as the normal human experience has the
potential

for leading multicultural education away from divisive

dichotomies and toward a fuller appreciation of the range of cultural
competencies available to all students" (p. 16).
Second,

in

a more recent analysis of journal

articles on

Multicultural Education, Carl Grant and Christine Sleeter (1985)
present five approaches.

What follows is a listing of Grant and

Sleeter's approaches with the purpose of each:
1. Education of the Culturally Different -- to provide only
minority group students equal access to the mainstream.
2. Ethnic Studies - to teach all students or ethnic minorities
about ethnic groups as distinct entities which usually takes
the form of curriculum add-ons or substitutions.
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3. Human Relations -- to prevent conflict between members of
different ethnic groups, developing tolerance for and
acceptance of different groups, and developing a positive
self-identity.

This is mainly utilized

in multiracial

schools and classrooms.
4. Multicultural Education -- to recognize and affirm cultural
diversity, to preserve and enhance cultural pluralism, to
help all

students understand themselves, learn about diverse

cultural groups, respect others' right to be themselves and
develop competence in more than one cultural system.
5. Education that is Multicultural and Social Reconstructionist
-- to teach all students to analyze critically the reason why
oppressed groups exist in society and to take an active,
collective role in restructuring unequal relationships and
systems, (pp. 79-102)
The first approach. Education of the Culturally Different is
also discussed by Gibson.

This approach attempts to increase minority

students' access to equal educational opportunity and fosters the use
of culturally appropriate curriculum, materials

and practices.

Advocates of this approach, Carlson ( 1976), Lewis ( 1976), Perez
(1980), and Payne (1984), acknowledge
differences exist in

that

significant ethnic

important dimensions and encourage the use of

ethnic content in the curriculum and materials made available to the
students.

Moreover,

the need for formulating viable educational

policy to incorporate the minority perspective is addressed, resulting
in a greater access by minority students to the mainstream culture.
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The second approach. Ethnic Studies, is a prevailing practice in
the schools, under the name at times, of Multicultural Education.

One

author, Krug ( 1977 ), promotes the idea that all students should know
about ethnicity and the significant role that ethnic groups and
relationships play in American society.
The

third approach, Human Relations,

which

Multicultural Education in human relations terms,

describes

is also a known

practice in the schools. Berry ( 1979), Skinner ( 1977 ), Deyoe (1977 ),
and Cole (1984)

suggest that teachers gain information about their

students' cultural backgrounds, promote and foster positive self-image
and relationships, and develop sound interpersonal skills especially
within diverse classroom settings.

One of the main goals of this

approach is to promote harmony within diversity.
The fourth approach and the most supported,

Multicultural

Education, recognizes and affirms cultural diversity as a valuable
resource, one that should be preserved and extended.

The authors who

subscribe to this approach — Baker (1976), Cortes (1976), Commission
on Multicultural Education (1973), Gibson (1976), Goodenough (1 976),
Hourihan and Chapin

( 1976 ), Valverde ( 1977), Gollnick (1980), Gezi

(1981), Levy (1980), McCormick (1984) -- advocate that teachers help
develop their

students'

ethnic identities, gain knowledge and

appreciation about different cultural groups, develop patterns of
behavior and skills appropriate to diverse cultural settings. In
addition, many of these authors discuss the need to define
as an important issue.

culture

They also stress that this approach is for all

students and should permeate the total school environment.
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The fifth approach. Education that is Multicultural and
Reconstructionist, views multicultural education in a social context,
advocating system-wide elimination of social inequalities and
fostering an analysis of the unjust causes of issues in order to bring
about a collective, corrmunal response.
emphases are made by certain authors.

Within this approach, specific
St. Lawrence and Singleton

( 1976) and Pacheco ( 1977) promote a critical analysis by students of
racial inequalities and racism, while Grant ( 1978) and Suzuki (1 97 9)
also advocate attending to social inequality (i.e., class, gender,
religion, handicap, and age).
In Sleeter and Grant's ( 1987) updated analysis which includes
not only journal articles but also books published in Multicultural
Education, revisions are made in the titles of two approaches, thereby
broadening their understanding and dimension.

First, Education of the

Culturally Different has been changed to "Teaching the Exceptional and
Culturally Different." This approach incorporates, as Sleeter and
Grant (1987 ) explain, those who are "not White, those who do not speak
English, those who are from lower-class homes, those who have
emigrated from other nations, and the disabled...

(p. 36).

Second,

Ethnic Studies has been given a new title, "Single-Group Studies,
created by the authors.

This approach to Multicultural Education is

"characterized by attention to a single group, for example women,
Asians, Blacks, Hispanics, Native Americans or the working class" (p.
105).

The authors believe that to refer to this approach as ethnic

studies would be greatly misleading and in error, since it would not
be inclusive of numerous groups that could be addressed.
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The review presented above indicates clearly that the approaches
utilized for implementing multicultural education into the school
systems corroborate the common perceptions of "PRODUCT," "PROGRAM,"
and "PRACTICE" as outlined in Chapter II. In the educational setting,
Multicultural Education is known by numerous and sundry names (i.e.,
Education of the Culturally Different, Cultural Understanding,
Bicultural Education, Ethnic Studies, Human Relations, Education that
is Multicultural and Reconstructionist).

With the possible exceptions

of the "Human Relations" and "Multicultural Education" approaches, all
other approaches place primary emphasis on content; thus the "PROCESS"
perception adhered to by the few emerging educators is distinctly lost
and obliterated at the implementation level. It is evident that the
confusion and ambiguity in theory is now being transmitted into
practice.

These findings verify that its implementation is seen as

fragmented, narrow, problematic; and its credibility, legislation, and
policy are hampered and at times taken lightly.

As a result of this

continued limited focus, multicultural education is targeted as an
"extra," a "frill," a "fad," and in danger of extinction.

Approaches to Multicultural Education
in Teacher Education
The body of literature concerning teacher training in multi¬
cultural education is replete with discussions of the inadequacies of
teacher preparation programs.

Hilliard (1974)

claims that many

teachers will find themselves in culturally mixed populations and
surroundings.

He believes that the multicultural focus in teacher
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education should be designed to assist teachers in relating viably
with students in a culturally diverse society.

Educators cannot

simp1istica1ly introduce multicultural content into the classroom
without first recognizing and understanding their

own cultural

identity, values, attitudes, and their influence on others and the
environment.

Hilliard explains:

Our task as professionals is not only to help others but
also to deal with ourselves as well.... We simply cannot
take a detached academic or uninvolved look at the school
context. We affect it and are affected by it as well as
by other aspects of our culture, (p. 44)
The 1979 mandate for Multicultural Education, written by the National
Council of Accreditation for Teacher Education, requires a "serious"
review of teacher education programs and an "institutional comnitment"
as the foundation for an effective multicultural
program.

teacher education

The standard authors (1979) base their writings on the

following assumptions:
1. Education, as

it applies to formal learning experiences

provided in schools, does not adequately prepare individuals
to function effectively in a culturally diverse society.
2. Society in the United States is pluralistic in character, and
this pluralism will

become an increasingly important factor

in the future development of the nation.
3. Educators and educational institutions play an important role
in shaping social

behavior and must assume a principal

responsibility for leaaership in the development of a multi¬
cultural society.
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4. The monitoring and assessment of the educational enterprise
is not complete unless educators and educational institutions
are evaluated with respect to providing educational
experiences consistent with the concept of multicultural
education, (p. 13)
The

review

of

the

literature,

exploring the approaches to

Multicultural Education in Teacher Education, was
conducting two searches:
Information Center,
International.

and

(a)
(b)

completed

by

the ERIC, Educational Resources

the DAI, Dissertation Abstracts

The descriptors used were Intercultural Communication,

Multicultural Education, Cross Cultural Training, Cultural Awareness
(keywords

for

Multicultural

Education); Affective Education,

Humanistic Education, Interpersonal Competence, Attitude Changes,
Change Strategies, Process in Title (key words for Process); plus
Teacher Education (includes pre-service/in-service). It is interesting
to note that when the descriptor Process Education was entered as a
key word, Science/Scientific related titles only appeared.
the search was targeted to specific areas:

Moreover,

(a) programs in the United

States, and (b) entries dating frcm 1977 to the present.

Sources that

were found to be inappropriate to this study were eliminated.

This

presentation primarily consists of an overview and general description
of the programs identified.
To focus

the

analysis,

the findings were categorized in

accordance with the three kinds of innovations in education described
by Hunter (1972), which were previously discussed:
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1. Structure:
2. Content:

the ways schools and classrooms are organized;
the revisions of old subject areas and introduction

of new subject areas into the curriculum;
3. Process:

the patterns of human interaction in schools, their

consequences and results.
One reference can be listed within the structure category
relating to organizational change.

Tanaka (1 977) provides specific

activities for training teachers "to set up a multicultural
classroom." This involves acquainting teachers with specific types of
areas within the room such as, the private area, the individual freework area, the learning center (discussed indepth), the general
classroom area, and the large-group free area.

Teachers are trained

to create appropriate changes in the organizational structure of the
room in order to provide diverse environmental options which thereby
meet the individual needs of the students.
The content category concerning new additions in the curriculum
and/or revisions in various aspects of the curriculum and instruction
contain numerous references.

Searles (1979) and Garcia (1984) discuss

the influence and implementation of the multicultural component
specifically within the subject area of Social Studies.

Leary and

Stiegelbauer (1985) prepare new teachers to work with Native students
in order to help them identify program needs and develop curriculum
with a Native perspective, by Native educators.
Pelaez (1981)

Murphy (1980) and

impact skills and curriculum with multicultural

understanding for teachers who are especially working with young
children in their early developmental years.

Kinghorn (1979), Ogilvie

(1984), and Stephens (1981) describe workshops and in-service training
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courses

for

secondary

teachers that sensitize them to

Global/Multicultural issues, equipping teachers with the knowledge,
skills, and strategies necessary for implementing these perspectives
into instructional materials and curriculum designs.

In addition,

K las sen and Leavitt ( 1982) promote the issue of Global Education at
the higher education level, with the deans/faculties of colleges and
schools of education.

These authors explain the "urgent need" for

incorporating a global approach to teacher education programs.

Cox

( 1984) asserts that training teachers in the use of "multicultural
strategies" is an important aspect of teacher education.

She

discusses a model for implementing a multicultural dimension within an
already existing program at Eastern New Mexico University.
(1978)

Walton

investigates and designs a training model for elementary

teachers, incorporating the philosophy of Cultural Pluralism into the
daily instruction.

Frentzen (1982) focuses her teacher training

program on the area of intercultural communication with educators who
teach English to speakers of other languages.
ddressed:

Four components are

(a) content, (b) instructional approaches, (c) objectives,

and (d) evaluation.
Amodeo and Edelson

( 1980 ), Amodeo and Martin (1982), and

Friedrichs (1983) write about the effects of multicultural training on
the minority child.

It is essential for these authors that teachers

examine their own ethnic/cu1tural knowledge and attitudes toward
minority children so that they become sensitive to the ethnic/cultural
stereotypes.

With this awareness, teachers possess a more accurate

understanding of minority groups, thereby developing strategies for
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recognizing

bias

in

educational materials and integrating

multicultural perspectives in all aspects of the curriculum.
In examining this section of the literature categorized as the
content dimension, it should be noted that all the authors perceive
multicultural
program.

as a component within a specific curriculum and/or

Searles (1979), Garcia (1984), and Frentzen (1982) focus

their attention on specific subject areas (i.e., Social Studies and
English).
Amodeo

Leary and Stiegelbauer ( 1985), Amodeo and Edelson (1980),

and Martin

(1982),

and Friedrichs

(1983)

discuss the

implications of a multicultural perspective affecting minority
children.

Others describe various courses and curricula designed for

specific academic levels.

Murphy (1980) and Pelaez (1981) refer to

the early childhood stages; Walton (1978) addresses the elementary
level; Kinghorn (1979), Ogilvie ( 1984), and Stephens (1981) describe
strategies for the secondary level; and Klassen and Leavitt (1982) and
Cox (1984) promote multicultural strategies at the higher education
level.

The emphasis within this content category is the program and

the material addressed or presented, without regard to the contextual
elements.

These authors discuss the implementation of a multicultural

focus in a specific subject area;
curriculum design;

in an existing program;

in daily instruction; with certain identifiable

groups; and at various academic levels.
cultural

in a new

Little attention is given to

consciousness or understanding, or to the type and degree of

quality interactions developed, or to the environmental atmosphere
fostered within the learning situation.
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Several references combine content with the beginnings of a
process dimension, and therefore must be categorized separately.
These authors

provide models that are transitional

gradually moving from total

in nature,

content approaches to the inclusion of

"human," "cultural" sensitization levels which incorporate an aspect
of the process category. Clothier (1978), Tanaka and Stripp (1978),
Bronaugh

( 1977 ), Regan (1983), Katz and Torres (1983), and Nickolai-

Mays and Davis (1986) discuss the effect of teachers' understanding of
themselves and their students in order to develop the necessary
teaching skills for a multicultural setting.
various means:

This is accomplished by

(a) developing workshops, networking activities,

evaluating for multicultural dimensions; (b) improving human relations
and communication among colleagues and students; and (c) integrating
interpersona 1 techniques,
multicultural society.

methods,

curriculum that reflect a

In particular, Katz and Torres address the

need for White teachers to develop "anti-racist" strategies

for

application and relevance within the educational setting.
Heffernan-Cabrera and Tikunoff (1977), Van Brunt (1978) and
Wilson

(1984) describe teaching as "facilitating human relations,"

"humanizing," and "cultural transmission." Heffernan-Cabrera and
Tikunoff stress the importance of Mexican-American students being
empowered for "self-determination." They perceive

teaching as

mediating learning, facilitating human relations, advocati ng/buiIding
curriculum and researching.

Within the training model, teachers must

develop competencies in these four components.

Van Brunt utilizes the

CHCALT technique which is Community, Home, Cultural

Awareness,
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Language Training as a means of humanizing the educational environment
especially with Black

students.

Wilson assists educators

in

developing a multicultural perspective through an "action-learning
program

which he calls a

Cultural Literacy Laboratory." This program

emphasizes a conscious understanding of one's own culture/ethnicity,
so that educators as cultural transmitters may be able to "diagnose
and manage cultural differences."
Grossman

( 198 3)

presents an extensive in-service training

program in Global Education consisting of four types of workshops:
(a) awareness
level, and

level,

(b) concept and knowledge level,

(d) implementation and problem-solving level.

development is viewed as an ongoing,
school improvement process.
declares,

(c) skills
Staff

long-term effort within the

This comprehensive program, Grossman

is necessary to create a global education "leader" or

"change agent."
The teacher education programs described in this transitional
category continue to stress the areas of curriculum,
training

instruction and

programs, however, with a slightly different viewpoint.

These authors introduce a new scope to the teacher education approach,
that

of "humanizing"

the

curriculum.

They advocate specific

strategies for improving human relations, integrating interpersonal
techniques, and promoting cultural awareness among educators and
students.

Most of these authors perceive this humanizing dimension as

essential for all, while others refer to certain targeted groups.

For

example, Katz and Torres (1983) address "white teachers"; HeffernanCabrera and Tikunoff ( 1977)

underscore the empowerment of "Mexican-
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American ' students;

and Van Brunt ( 1978)

suggests the need for

humanizing the environment especially with "Black" students.
this

In fact,

portion of the literature includes an additional, broader

dimension to the content category, one that identifies the importance
of the human growth of the teachers as well as the students.

In the

models of Wilson (1984) and Grossman (1983) educators as "cultural
transmitters" and "change agents" are explored.
In the process category pertaining to developing and encouraging
quality within the human interaction patterns of the classroom/school
environment, two references propose and support a process approach to
teacher education.

A new dimension to multicultural teacher training

borrowed from cross-cultural psychology is presented by Bonner ( 1987).
Teachers

are provided with an

interpersonal contact.
sensitizer," this

opportunity for

face-to-face

Based on the method of the "intercultural

author develops

a training process that enhances

teachers' understanding of their reactions to face-to-face encounters
that are culturally different from their own.

This method aids

teachers through a process that requires them to change their thinking
from

a

narrow,

monocultural

perspective

to a multicultural

perspective.
Another author explains that conservative economic and school
policy is responsible for a decline in the quality of teaching, basing
this analysis on observation of the current reform wave in education.
Shor (1986) suggests that educational reform be infused with an
egalitarian vision and with the idea of a change agent:
Eauality is excellence and inequality leads to alienation.

Excellence without equality

produces only more
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inequality.... Alienation in schools is the number one
learning problem that depresses academic performance and
elevates student resistance, (p. 411)
He proposes a "quality process" whereby teacher education, if it is to
prepare inspirational teachers, must be critical, student-centered,
oriented toward equality, multicultural, and desocializing.

The

author offers a "desocializing model" detailing the major themes
(i.e., dialogic teaching, critical literacy, situated learning within
the student's culture, cross-cultural communication, change-agency,
multicultural

issues,

and skills that improve problem-solving

techniques) within the total learning process.
Both

Bonner

(1987)

and Shor (1986)

perceive the cultural

experience for teacher preparation as a continual process which must
originate at a personal, cultural level and proceed in assisting the
educator throughout a wholesome, critical sensitization process that
produces change.

It is

important to note that the form of change

suggested by these authors occurs within the perceptions and attitudes
of the educators.

Bonner proposes a model that develops a teacher as

an "intercultural sensitizer" with a "multicultural perspective."
Shor as well, recommends a teacher education process that prepares
"inspirational teachers" with an "egalitarian vision" utilizing
"cross-cultural communication" skills, and "multicultural issues"
within the "total
process category

learning process." The references within the
are clearly fewer

in

number

(2), and differ

significantly from the references described in the structure, content,
and transitional

categories.

The salient element within these two

process models is the development and enhancement of competencies
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within

the

individual,

empowering the person to perceive

mul ticul tural ly, rather than a simplistic implementation of a program
with a multicultural content.
In the final

analysis, the review of the literature exploring

the process approach of multicultural education within the teacher
education programs has similar findings with the approaches in the
school systems.

Both analyses reveal that many authors perceive and

implement Multicultural Education as "PRODUCT," "PROGRAM," while a
limited number of authors view Multicultural Education as "PROCESS."
Coordinators, developers of curriculum and teacher education programs
are more conscious of the influential role of the teacher within the
culturally diverse educational environment.

Some educators recognize

the effect of cultural identity, perceptions, attitudes, and feelings
on

the

inter personal

dimensions

within

the school

setting.

Nevertheless, the literature that has been reviewed supports the
premise that the perception of multicultural education, implemented
foremost in the educational systems and the
offerings,

teacher education

is one of a detached, external program, not one of an

internalized, integral process.
Paulo Freire ( 1970 )

presents a challenge to all educators from

the early childhood teacher to the university professor, when he
wri tes:
There is no such thing as a neutral educational process.
Education either functions as an instrument which is used
to facilitate the integration of the younger generation
into the logic of the present system and bring about
conformity to it, or it becomes the "practice of freedom
the means by which men and women deal critically and
creatively with reality and discover how to participate in
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the transformation of the world. The development of an
educational methodology that facilitates this process will
inevitably lead to tension and conflict within our
society. But it could also contribute to the formation of
a new [person] and mark the beginning of a new era in
Western history, (p. 15)
The

process

explained within

this dissertation is designed to

facilitate the development of "men and women [who] deal critically and
creatively with reality" — the current reality being a culturally
diverse society.
men and women

Moreover, it provides a means of empowering these

"to participate

in the transformation of the world."

This process approach within Pre-service/In-service Teacher Education
contributes "to the formation of a new person," a Multicultural
Educator.

CHAPTER

IV

RESEARCH METHODOLOGY
Introduction
This chapter describes the research methodology utilized to
implement Multicultural Education as Process within a Pre-service/Inservice Teacher Education setting.
design

inclusive of its

discussed.

A description of the process

comprehensive goal and objectives is

The delivery procedure is presented with an explanation

for its developmental sequence.
participants is recounted.

The selection and description of the

A discussion of the rationale for the

scales and techniques administered is included.

In addition, the

limitations of this study are addressed.

Goal and Objectives of the Design
A Multicultural

Person is one who possesses a multicultural

frame of reference and applies multicultural knowledge, attitudes, and
skills to human interaction.

The comprehensive goal of this design is

to develop these attributes in the participants and thus enable them
to live and interact with others in a manner that is just, sensitive,
and responsible.
person

look

Carlos Cortes inquires, "What should a multicultural

like?

What should educators try to develop [in

themselves] and students?" The following suggestions shared by Cortes
(1977) are incorporated into the design:
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- good self-concept and self-understanding;
- sensitivity to and understanding of others, including
those of various ethnic and cultural groups and
nations;
- the ability to perceive and understand multiple some¬
times conflicting ethnic, cultural, and national
interpretations of the perspectives on events, values,
and behavior;
- the ability to analyze and synthesize multicultural
data;
- the ability to make decisions and take effective
action based on such analysis and synthesis;
- open mind when addressing issues;
- an understanding of the process of stereotyping and
a low degree of stereotypical thinking;
- pride in self and respect for all.

(p. 11)

The design is structured to realize three general objectives.
First, it guides educators in an awareness process that fosters an
understanding of themselves, their cultural identity, and the effect
of culture/cultural variables on themselves, others, and the entire
educational process.

Second, educators are sensitized to perceive the

teaching/learning environment and experiences through "multicultural
eyes," and to promote the following conditions within the educational
setting:
* an atmosphere of acceptance, respect that recognizes and
supports human dignity, self-worth and the cultural
identity of each individual in the educational community;
* a knowledge of human/cultural differences, understanding
how one's perception of differences affects one s
attitudes, values, and behavior;
* an acquisition of: (a) skills (i. e. .interpersonal
critical thinking, problem-solving, decision making), and
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(b) positive attitudes that will assist in recognizing
problem situations, in resolving conflicts as a result of
cultural misconception and/or misinformation.
Third, this design promotes a cultural self-awareness that leads
educators through a process fostering an appreciation of cultural
diversity and empowers them to face prejudice, ignorance, and
injustice wherever they exist, thereby acting to eliminate their
causes.
Three basic elements comprise the content component of the
process design:

(1) informational sessions; (2) di scussion/in ter -

action opportunities; and (3) active parti cipati on/invol vement (i.e.,
simulations, scenarios).

Through the entire design, time is made

available for personal reflections, deliberations, and ongoing selfassessment of one's development through the process.

Description of the Process Design
The process design for multicultural education described in this
study is one that must be well organized and intentionally planned,
with much consideration given to each participant's personal and
professional personalities and cultural differences.

It must address

the individual levels of readiness and varied styles of teaching and
learning that each participant brings to the process experience.

It

must be conducted in a nonthreatening, sensitive environment where
individual differences, feelings, and preferences are respected.

The

environment should foster dialogue and formal/informal exchange and
interaction whereby listening, mutual sharing, and active
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participation are encouraged and required.

The process is to develop

multicultural awareness and competencies within educators by:

(l)

bringing about a fuller understanding of themselves personally and
culturally; (2) helping them gain knowledge and understanding of
cultural differences in order to recognize, accept, and respect
culturally diverse individua1s/peoples; (3) providing them with
quality interactions to promote an atmosphere where differences can be
expressed and valued; and (4) assuring their acquisition of skills
(i.e., critical thinking, in ter personal, communication, conflict
resolution, decision making) to foster positive, wholesome
relationships and well-grounded choices and action steps.

The process

design assumes that educators will then apply and transmit these
competencies in their classroom.
Components essential to the success of this process design are
its sequential format, extended time frame, and limits on group size.
Since process is the key to this design, the format must be one that
provides individual participants with opportunities to reflect on
themselves and others within a cultural context; to internal ize new
levels of awareness and insights gained; and to synthesize and put
into perspective new feelings and information gleaned through the
reflective activities, small group sharings,
interactions.

and personal

These experiences must be presented in a sequential

manner that allows members to develop and apply multicultural
competencies.

The time frame over which the process is implemented is

another critical component of the design, since an adequate period of
time is needed to develop a comfortable atmosphere and trusting
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relationships among all
participants).

involved members (i.e., facilitator and

Group size must also be limited so that participants

will have an opportunity to share ideas and develop relationships with
others

in

the group.

Thus, small

groups of seven to twenty

participants is the ideal group size within which this process design
can efficaciously evolve.

Moreover, the participants should remain a

stable group during this process.

Continual flux and sporadic

attendance detract from the sequential, developmental pattern that is
an

integral

aspect of the process component.

The delivery of the

design (i.e., the environment, the interaction, the discussion, the
activities, the "how" in essence), that the facilitator initiates and
enacts with the group, is the process that in time each participant
should be able to replicate within his/her classroom environment.

Structure of the Design
The process design encompasses three phases which demonstrate
the sequential, developmental pattern essential within the delivery.
The following is a description of the sessions within each phase,
outlining the primary purpose of the sessions and the procedure
uti 1 ized.

Phase I:

Sessions 1-4

Session 1:
- to introduce and to become acquainted with all members
(i.e., facilitator and participants)
- to present definition of the terms - multicultural
education and culture as a common reference point
- to reflect on self as a "cultural being"
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The facilitator introduces herself professionally and provides
an opportunity for each participant to share some background history.
The course syllabus is distributed and explained.

Following the

introductory portion, an informational session by the facilitator is
presented defining the terms - multicultural education and culture to
provide a common, clear base of understanding.
clarification.

Discussion ensues for

To embellish the meaning of culture as a comprehensive

concept, the facilitator introduces herself culturally by the use of a
"Cultural

Bag." The facilitator displays a large bag out of which

various items are taken to describe the individual within a cultural
context.

A brief narration accompanies each item developing a

personal history of the individual's cultural identity.

An invitation

is given to the participants to reflect on their "Cultural Bag." The
invitation is further extended to bring in their "Cultural Bag" for
the next

session.

The participants are strongly encouraged to

complete the activity with the understanding that they may choose to
either

verbally

share or simply display their "Cultural Bag."

Reflection Questions:
cultural

groups

What is your "cultural baggage?" Identify the

to which you belong?

affiliations important to you?
you as a

To what degree are these

How have these affiliations influenced

person, your perception,

your choices, and

your decisions?

At this time, Carlos Cortes' article:

"Future Will Demand

Culturally Literate Citizens" is distributed.

An explanation of the

competencies necessary to develop a multicultural person is presented.
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Reflection Questions:

What multicultural competencies (i.e.

knowledge, attitudes, and skills) do you possess?

After a period of

reflection the facilitator asks for volunteers to share their thoughts
and feelings with the group.
presents

an

input

As a culmination, the facilitator

session relating to cultural variables.

Participants are sensitized to the fact that variables within culture
are frequently the cause for problems in communication.

The

facilitator provides personal anecdotes as examples of cultural
differences being misunderstood and attempts to elicit other examples
from the participants.

Time is given for questions, comments, and

points of clarification.
Session 2:
- to reflect on self as a "cultural being"
- to explore and internalize basic concepts
cultural education
- to discuss and
education

clarify the

in multi¬

goals of multicultural

The facilitator provides an opportunity to wrap-up any loose
ends from the previous session.

The participants are then invited to

verbally share their "Cultural Bag" or to display it in a designated
area of the classroom.

As an

introduction to this activity, the

facilitator explains that each participant is free to make the choice
most comfortable for him or her, clarifying with the group that each
person's readiness
activity

level

varies depending

is respected.
on group

The length of time for this

size and preferences.
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Following this, a brief informational session relating to the
goals of multicultural education by the facilitator is presented and
discussed.

The facilitator then introduces the idea that many terms

are used within a multicultural context and invites the participants
to take a closer look at some key concepts:
culture
ethnic group
ethnocentrism
assimilation
acculturati on
racism

soc ial izati on
val ues
prejudice
communi cation
dis cri minati on
percepti on
race
oppression
environmental perception
power

Participants are divided into small
list of concepts to be discussed.

groups.

Each group is given a

The facilitator explains that with

the use of handouts and dictionaries, the definition for each concept
is to be explored by the group.
group

After an exchange of ideas, each

is to devise a meaningful definition for each concept listed.

Following the small group activity,

each

group

presents their

definitions to the total class allowing for large group response and
interaction.

Reflection Activity:

each participant is strongly urged

to write his/her definition for all the key concepts presented outside
class time.

Thus, the participant has an opportunity to internalize

the meaning of each concept, making it his/her own.
Session 3:
- to discover the meaning of "being different"
- to clarify the distinction between the terms - stereo¬
type, prejudice, and discrimination
- to explore the influence of belonging to an ethnic group
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The facilitator asks if there are any questions, comments, or
points for discussion prior to beginning this session.
is

extended

An invitation

to any participant who has not done so thus far to

verbally share his/her "Cultural Bag." Reflection Activity:

the

facilitator provides a large piece of paper for each participant
introducing the activity -- "My Road Map." Each participant is asked
to reflect on the times

in

his/her life when he/she has "felt

different." Map out the important cultural events in your life where
you felt different,
thinking.

the times that changed you or your way of

Here, the facilitator shares a personal experience of

feeling different.

Think back into your past history and list these

times for yourself, outlining what happened and how you felt.

After

this personal reflection activity, participants are divided into small
groups of their own choosing and share what they have discovered.

It

is clearly stated by the facilitator, that if anyone chooses to pass
and listen to others

in

the group, this choice is respected.

Following this, the large group is reassembled.

The facilitator opens

the large group discussion for volunteers to share their discoveries
or to

relate what transpired in their

group.

Next, an informational session is presented by the facilitator,
exploring the distinction among the terms -- stereotype, prejudice,
and discrimination.

Reflection Questions:

What is your image of an

elderly person, an Indian, a Black person, or a disabled person?
value judgments do you make about them?
judgments

How do your images

What
and

influence your behavior toward these persons, and the laws,

policies you might advocate?

Invite participants to discuss their
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images, their thoughts, and their feelings.

Through handouts (i.e,

ethnic literacy test and ethnic questionnaire), affiliations with
one's ethnic group are examined to discover the degree of influence
ethnicity has on one's cultural identity.
culminating

This is utilized as a

large group activity sensitizing the individual to

cultural implications.
Session 4
- to sensitize participants to the origin and formation of
perceptions
- to assist the participants in discovering their level of
stereotypical thinking

An opportunity for the participants to synthesize the ideas and
materials presented thus far is given.
suggestions are encouraged.
facilitator follows,
perceptions.

An

Questions, comments, and

informational session by the

clarifying the origins and formation of

One takes a closer look at how perceptions are formed,

preconditioned, and locked in by past experiences and interactions.
The Chinese Proverb:
and discussed.

"We see what is behind our eyes" is explained

Reflection Activity:

"Labels" is a large group

simulation that sensitizes the participants to the degree of
stereotyping in which they engage.
following directions:

The facilitator gives the

"Each of you will receive a label, similar to

the one I have on my forehead, however, yours will say something other
than

'observer'. You will

not know what your label says, and I ask

that you do not read labels for others.
meeting for the first time.

You are a group of students

This is an opportunity for you to get to
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know one another.

It

is

important that you respond to others

according to what their label says is true of them.

Attempt to erase

what you actually might know about another and interact with them
according to the label on their forehead.

Anyone who wishes not to

participate may take an 'observer' label and share their observations
later with the group.

After verifying that the directions are

understood, the facilitator applies a label on the forehead of each
participant.

For example, some labels might read 'I Am In The ROTC',

'I Am Blind',
English'.

'I Am A Feminist', or 'I Have Difficulty Speaking

They should begin mingling together, dialoguing,

interacting, and getting acquainted.

The facilitator and observers

should encourage mingling as well as observing the interactions."
After

an appropriate time period elapses, the facilitator calls

everyone together.
them.

The participants may remove their labels and read

At this time the decoding or processing of the "Labels"

activity occurs.

In helping the participants to process

this

experience, the facilitator asks the following questions:
Did anyone figure out what his/her label said? How soon? What
was happening that led you to suspect that this is what your
label said?"
-

How did you feel during this activity? What made you feel this
way? How did you feel toward yourself and towards others at the
end of the activity?

-

Would anyone wish to complete either one of these statements?
I learned that I...
I found that others...
Is there anyone here to whom you would like to direct a
question?
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Reflection Questions:

What perceptions, stereotypes, or prejudices do

you continue to hold on to?

What is the effect of these on you?

on

others?

Phase II:

Sessions 5-7

Sessions 5-7
- to gain accurate knowledge concerning various cultural
- to develop an understanding
differen ces
- to experience
ey es"

perceiving

groups

and acceptance of cultural

others "through multicultural

- to make the connection between what one believes (i.e.,
philosophy, belief system) and what one does (i.e.,
actions, implementation)

Session

5 -- Time is given for participants to summarize what

they have learned about themselves and others through the knowledge,
activities, and interactions experienced within Phase I of the process
design.

The basic theme for the next three sessions, Understanding

Cultural Differences, is explained by the facilitator.

Three cultural

groups are selected for indepth understanding and discussion.
session addresses

the culture of the Native American peoples.

specific readings

and

excerpts

This
Using

from James Banks's text, Teaching

Strategies for Ethnic Studies, an historical development of the Native
Americans

in

perceptions,

the United States

is

presented.

The

lifestyles,

and belief systems of Native peoples is compared to

the belief systems held by members of the class.
"The Lakota, A Lover

II

Reflection Activity:

of Nature," a short excerpt highlighting the
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traditional Lakota value system is distributed.

The participants

divide into small groups and are asked to read the passage and discuss
the related

questions provided.

This selection is

intended to evoke

reflective value discussion and reasoning, allowing the participants
to make some comparisons between the traditional
nonnative values.
Next,

the film,

class.

Time is made available for
"Hopi:

native values and the
large group sharing.

Songs of the Fourth World"

is viewed by the

The participants are directed to relax and enjoy the film.

There

is

no

need

for

notetaking.

After viewing the film,

the

facilitator asks the participants to reflect quietly (@ 3 minutes) on
the basic theme or essence of the film.

At an appropriate time, the

facilitator begins the discussion by sharing a personal response,

and

then elicits reactions, feelings, and comments from the large group.
Session 6 -- The facilitator introduces the second
group,

the

Indochinese Americans.

Using selected articles and

excerpts from James Banks's text, Teaching

Strategies for Ethnic

Studies, a closer coverage of the history of the cultural
United States is developed.

cultural

group in the

A discussion of the peoples

and the

cultures of Indochina is explored, attempting to create cross-cultural
comparisons.
entire class.

The film,

"Becoming

an American," is viewed by the

This film describes the assimilation process of the

Hmong refugees from the mountain villages of Laos to the settlements
in Seattle, Washington.

Again, they are instructed to enjoy the film

without any pressure of notetaking, unless the participants personally
choose to do

so.

Following the film,

a silent

reflection time is

provided so that participants may internalize what occurred for them
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through this viewing.

Reflection Questions:

Looking through the eyes

of the Hmong people, what does the assimilation process entail?
cultural

variables

communication?

What

exist which cause misunderstanding in

What are the thoughts and feelings of the Hmong people

as they arri ve in the United States?

Through multicultural eyes, what

is your perception of the Hmong people?

Has it [the image] changed?

Have you changed?
Session 7 - To begin this session, the facilitator initiates a
large group sharing, asking volunteers to complete the open-ended
statement, I have learned thus far....

This technique provides time

for the participants to express their thoughts and feelings.
Moreover, it permits the facilitator to discover whether any confusion
or uneasiness exists, and the readiness level of the participants for
the acceptance of additional information.

Following this procedure,

the third cultural group, African Americans is presented.

An

informational session using designated articles and excerpts from
James Banks's text. Teaching Strategies for Ethnic Studies, is given
by the facilitator outlining the historical perspective of African
Americans in the United States.
the English Language?"

Reflection Activity:

"What Color is

is a bra inst orming activity that sensitizes

individuals to how the words Black and White are used in the English
language.

Participants become aware that two-thirds of the uses of

the word Black are negative, and two-thirds of the uses of the word
White are positive.

What implications does this have on the self-

concept of the Black person or on the perceptions of the White person?
What other hidden societal curriculum influences the individual s
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self-concept, perceptions, and attitudes?
and Madams" is seen by all.

Next, the videotape, "Maids

This videotape presents the story of the

800 ,000 domestic workers in South Africa.

The issues of race, gender,

and class are addressed within the Apartheid system.

Time is provided

for

The facilitator

personal reflection following the viewing.

directs the participants to share their responses in small groups of
twos or threes.

After an allotted period of time, a large group

discussion is initiated.

At the conclusion of this session, the

participants are given as an outside activity, the writing of their
Philosophy of Mul ticul tural Education.

Phase III:

Session 8

Session 8
- to assist the participants in reassessing and identifying
the multicultural competencies gained
- to develop the skills necessary
synthesizing multicultural data

for analyzing and

- to explore the characteristics of a multicultural classroom/envi ronment
- to develop the sensitivity and skills necessary for
fostering quality interactions
- to select and utilize appropriate
strategies for multicultural education

implementation

- to empower each participant to implement multicultural
education as process within his/her personal and
professional life
As a review, the facilitator summarizes the basic concepts,
varied readings, reflective activities, and audiovisual presentations
covered within Phases I and II.

As an additional review technique.
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the participants are encouraged to peruse and read through their class
portfolios and journal entries synthesizing what has occurred for them
during

this course.

follows.
the

A spontaneous

informal

large group sharing

The facilitator then explains that this session addresses

"how to..." How does an

educator begin

to implement the

multicultural process within the environment, approach, and curriculum
of the classroom?

As an example, an implementation strategy advocated

by the facilitator is offered, clearly stating this is only one
possible suggestion.

The discussion is open for all participants to

ask questions and recommend other

alternatives.

Hypothetical

scenarios relevant to the participants' present work situations are
elicited from the group.

The facilitator responds with implementation

strategies, action steps, or solutions.

This forum provides an

opportunity for participants to address practical issues and concerns.
Next, an informational session is presented by the facilitator
using a chapter from Gollnick and Chinn's
Education in a Pluralistic Society.
for multicultural education.

text. Multicultural

The chapter outlines strategies

Issues relating to teacher behavior,

school’cl imate, curriculum, instructional materials, and resources are
considered.

A large group exchange then takes place exploring the

question, What does a multicultural classroom/school look like?

The

interactions, atmosphere, visuals, and curriculum are some of the
elements examined.

Following this, the participants are presented

with criteria for analyzing instructional materials for racism and
sexism.

At this time,

the participants have an opportunity to

practice this skill by analyzing c

hildren's books according to the

criteria indicated.

Handouts listing suggested multicultural resource

materials for classroom application and professional updating are
distributed and explained.

Reflection Activity:

The facilitator

divides the class into small groups and requests that one individual
be designated the recorder.

In this group, each participant is asked

to share the multicultural competencies he/she developed in this
course?

How would he/she apply these competencies (i.e., knowledge,

attitudes, and skills) in his/her personal and professional life?

The

recorder notes the highlights of the group discussion, and lists the
names of the group members at the upper portion of the paper.
summary is collected.
this class.
topics as

This

A large group brainstorming session culminates

The participants are encouraged to draw forth ideas and
implementation strategies which might be appropriate for

final projects and research papers.
Multicultural Education is first and foremost a process.

Hence,

for this process, allowing for a developmental, evolving procedure to
unfold

is the salient element.

This process design is based on a

cyclical paradigm with the individual person at the initial
point.'

starting

With closer observation, one ascertains that Phase I of the

delivery begins with a clarification of terms to assure common
understanding and focus.

With this foundation, the process design

concentrates on an awareness of self-identity and knowledge within a
cultural

context.

Further

investigation of culture as a broad,

comprehensive concept is linked with recognition and exploration of
the effects of cultural variables on comnunicati on and interactions.
iry into oneself historically and
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culturally, the participants relate this information to understanding
how one's perceptions, attitudes, values, stereotypes, and biases are
preconditioned

and formed,

leading to individua! /institutional

actions, choices, and behaviors.
Throughout this time, opportunities are provided for listening,
sharing, questioning, reassessing, analyzing, and synthesizing as a
means

of fostering

sensitization.

and

internalizing awareness,

growth, and

The participants are introduced to the qualities and

competencies of a "multicultural person" through experiential means
(i.e., personal/cul tural activities, reflective exercises, personal
interactions).

For reference, these competencies were outlined on

page 38 of this chapter.

The individual is assisted by this process

design to explore and develop within oneself the knowledge, attitudes,
and skills necessary to be a multicultural person.

Through personal

reflection and small group interchange, each participant discovers the
level and degree of competencies he/she possesses.
The

facilitator's role during

Phase I

is primarily one of

setting the stage and building a trusting environment in which the
participants can

be and can express themselves freely.

Through

listening, being sensitive to individual differences and readiness
levels, showing willingness to share personal and cultural history,
observing,

providing reflective activities,

comfortable atmosphere,

and

fostering

a

the facilitator introduces knowledge,

encourages positive attitudes, and models the essence of multicultural
education (i.e., process).
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During Phase II, the scope of the design broadens and the cycle
flows to the next stage of exploring other peoples within a cultural
setting.

Subsequent informational sessions concentrating on cultural

diversity within and among cultural or ethnic groups provide occasions
for participants to perceive language, events, situations, and peoples
through another's eyes.

Opportunities for information gathering,

quiet reflection,

group

materials,

small

interactions, exposure to audiovisual

and development of multiple viewpoints foster deeper

understanding and appreciation of cultural differences.

The

facilitator, while continuing the role described in Phase I, takes a
more active role in Phase II by presenting informational sessions,
providing content materials inclusive of multiperspectives,

and

assisting the participants with analyzing and synthesizing multi¬
cultural data.
Phase III
experienced

builds upon the knowledge, events, and interactions

in

the previous

phases.

Participants

are given

guidelines, resources, and strategies to assist them in transferring
the multicultural knowledge, attitudes, and skills developed into
practical

application.

With these

learning experiences as a

foundation, new knowledge, insights, and potentials emerge for some
participants.

However, others reaffirm already established knowledge,

insights, and potentials.
thought,

Through analysis and synthesis, changes in

perception, attitude,

feeling, and

behavior occur.

At a poignant moment, within Phase II or Phase III, depending
upon individual differences, the participant acquires the means, the
power to be and/or to do.

Time is intentionally scheduled for each

55

participant to verbalize and express in writing the multicultural
competencies gained and the action steps to be taken.
examples

describe the levels of empowerment actualized by some

participants.
jokes."

The following

"I will think twice before I laugh at cultural [ethnic]

"I will

use the activities we experienced in a learning

environment." "By keeping an open mind to new people and situations."
"Things I

already knew got more defined and broadened." "I learned as

a future teacher how to define my beliefs." "By being careful not to
let personal biases come out and influence others." "I will not allow
racist, sexist, or other

' i st'

jokes and comments to occur in my

classroom or presence." "By infusing my present curriculum with a
multicultural perspective." The role of the facilitator expands in
this phase by stimulating and supporting the participants as they
name, recognize, and determine their levels of awareness, potentials,
and strategies for implementation.
As updated knowledge, future encounters, and diverse inter¬
actions are experienced, the process is a continuous cycle of growth,
beginning always with self-awareness, moving toward understanding
others, and developing competencies as catalysts for change.

Each

cycle of the process allows the individual to let go of prior modes of
operating, to form new belief systems, to create subtle or cognizant
changes, returning to the starting
increasing awareness.

point of each cycle with ever

56

Selection and Description of Participants
The participants for this pilot study were selected with two
criteria

in mind:

(1) an involvement, presently or in the future,

with the teaching profession, and (2) an interest in being sensitized
to a multicultural dimension in education.

Thus, it was appropriate

to choose the Curriculum Development in Multicultural Education course
being offered through the Continuing Education Department at the
University of Massachusetts, Amherst during the 1988 Summer Session.
This course was

available to a varied range of participants --

undergraduate or graduate degree students, teacher candidates pursuing
certification, educators engaged in curriculum studies, and nondegree
students seeking a course for enrichment.
received

course credits.

All enrolled participants

Twenty-seven students registered and

participated in this pilot study.

Of the 27 , 24 were female and 3

were male; 23 were White and 4 were people of color (i.e., 2 Hispanic,
1 Black, and 1 Asian).
of a coin,

Using the official class roster, by the toss

the participants were randomly assigned to either the

Intervention Group (group receiving the process design),
Control

Group

or the

(group receiving the regularly scheduled course

content).
The Intervention Group was composed of 15 students:

14 female

and 1 male; 12 White and 3 people of color; while the Control Group
was comprised of 12 students:
person of color.

10 female and 2 male; 11 White and 1

Through an Individual Profile Sheet completed by

each participant,

it was determined that 26 of the students were

directly involved in the teaching profession.

The remaining student
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was pursuing a Certified Advanced Graduate Study Degree in the field
of Business Management with the prospect of changing to Education.
Fourteen students were completing an undergraduate degree; eight were
pursuing graduate degrees; while two were nondegree student status;
and two were completing certification requirements.
Information pertinent to the selection process must be noted.
Originally, the Intervention Group numbered 14.

However, at the first

session of the separate classes, one participant seIf-selected by
switching from the Control Group to the Intervention Group midway
through the session.

The participant was

insistent that the

Intervention Group was more appropriate and was adamant about
remaining in this group.

At a later time, both facilitators discussed

the incident and by telephone communicated with the participant.
Following this dialogue, a decision was made to allow the participant
to continue in the Intervention Group rather than withdraw from the
course.
Another incident occurred whereby three students assigned to the
Control Group approached the facilitator of the Intervention Group to
express their dissatisfaction with the group selection.

After both

facilitators discussed the matter with these participants, agreement
was reached that they would remain within the original assigned group.

Format of the Course Offering
This course, Curriculum Development in Multicultural Education,
was previously team taught by both facilitators during the 1987 Summer
Session.

In order to carry out the pilot study, it was necessary to
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divide

the class into Intervention and Control Groups taught

separately by the two facilitators.

At a preliminary planning

meeting, both facilitators outlined and clarified the des cripti on,
recommended texts, requirements, and basic content of the course.
With these common guidelines, both facilitators agreed to teach in a
natural fashion with the primary focus being one of providing the
participants with a well-planned educational experience.

The

facilitator of the Control Group developed her own lesson plans within
the

parameters of the course description.

This course offering

extended over a period of 14 sessions, 3 hours per session, totalling
42 class hours.
Class 1 -- The entire group met with both facilitators.
general

After

introductions were completed, it was announced that the

facilitators were going to attempt a different approach from the
previous summer's experience.

The class participants would be divided

into two sections, randomly assigned to one of the facilitators, which
would allow for smaller grouping, quality participation, and varied
styles.

Time would be provided during the last week of classes for

the groups to rejoin and to share the knowledge gained and the final
projects developed.

During this session the basic terms curriculum

and multicultural education were
preliminary input information.

introduced

and discussed as

A film, "The Statue of Liberty

viewed by the entire group and discussed.

was

For the next class, names

were posted on the classroom door identifying members of the two
sections and the location of the second section.

A second classroom
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was reserved in the same building with basically similar physical
characteristies for the newly formed group.
Classes 2-9 -- Eight class sessions were held separately for the
Intervention Group and the Control Group, amounting to 24 class hours.
At this time,

the Intervention Group received the process design

described in this study; while the

Control Group received

the

regularly scheduled content planned for this course (see Appendix A).
Class

10 -- At this

session, surveys

were

separately

administered by outside research assistants to each group for the
purpose of assessing the attitudinal mind set of the participants and
the degree of significance of the intervention.

In each class the

research assistant was introduced by the facilitator as a member of
the Psychology Department at the University.

The class members were

asked to fill out the survey which was deemed to be relevant to the
course content,

interesting to complete, and helpful to the research

assistant in carrying out her own research strategies.

A cover letter

(see Appendix B), was signed by each participant verifying that the
participant understood the instrument to be an opinion survey probing
insights into teaching attitudes and styles.
to decline to answer the survey.

Participants were free

Approximately one hour was allotted

for the completion of the survey.

As each participant finished, his

or her survey was collected by the research assistant.

At this time,

each participant left the classroom for a break period.

When this

procedure was concluded, all participants returned to the classroom to
continue the class for the remainder of the session.
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It is important to note here that the facilitators remained in
the classroom and completed the surveys along with the participants.
For identification purposes, the facilitators wrote their names on the
back of their copy.

The research assistants collected the surveys,

placed them in an envelope, and left the class with surveys in hand.
At a later time, each research assistant wrote the initials of the
facilitator on the back of each survey in order to identify each
section (i.e.. Intervention Group and Control Group).
Class 11 -- This session was a wrap-up time for each section to
review, summarize, culminate,

and bring to closure the events that

occurred in this class with this facilitator.
Class 12-14 -- The entire class joined together for the last
three sessions.

Class 12 provided opportunities to explore and

examine various curriculum plans
districts.

utilized

in

different school

A Guest Speaker presented the philosophy and curriculum

approach adhered to in a local school

- the Waldorf School.

presentation was followed by a question and answer period.

This
In

conclusion, curriculum examples gathered by the participants were
arranged and placed on display for all to peruse and discuss.
Classes 13 and 14 -- These final sessions were planned so that
participants could share with the class what they had learned and the
final projects that they developed.

Those who volunteered from each

section explained the curriculum project that they researched and
designed to implement a multicultural perspective in a specific
curriculum area.

This provided a forum for both sections to verbalize

and exchange the knowledge, information, and insights gained during
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this course.

During the final session the participants were asked to

complete a course evaluation.

Participants did not

identify

themselves on the evaluation form; however, they identified their
section by writing the name of the facilitator.

They were asked to

respond honestly and thoroughly to all statements.

Their responses

were to be considered seriously for future planning.
Cone urrentl y,

during

the

last week of classes, personal

interviews were conducted with a randomly
Intervent ion/Control Group participants.

selected number of

The personal interview

technique was perceived as an augmented instrument for the purpose of
gathering personal
process design.

experience data and enhancing the analysis of the

The interview questions were composed by the author.

Each facilitator approached the four individuals prior to the next
class period explaining that they had been randomly selected to be
interviewed.

The facilitator explained that the purpose of the

interview, to be conducted by a graduate student from the Multi¬
cultural

Department, was to discuss their

understanding of

multicultural education and to dialogue about the course content and
style.

Each individual was asked if he/she would be willing to

participate in the half-hour interview.
compensate

for the additional

A $5.00 offering was made to

time required.

All of the eight

selected individuals agreed and scheduled a meeting time within the
next

two days

either before or after class.

A room within the

building was reserved as the designated location for the interviews.
The graduate student chosen as the interviewer was prepared for

the procedure by a research assistant in the Psychology Department.
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The interviewer was briefed on the appropriate manner of noting the
individual's responses such as short or reflective pauses, emotional
gestures, and voice tones.

Moreover, the interviewer was cautioned to

maintain objectivity, to question for clarity without prodding, to
keep the discussion on the issues of multicultural education and the
course content.

At the beginning of each interview, the interviewer

introduced herself by first name; presented and explained a consent
form (see Appendix C) to be signed by the participant; clarified that
no names were necessary, especially indicating that the facilitator's
identity should be kept unknown; asked permission to audiotape the
interview to eliminate the need for notetaking; and finally, offered
$5.00 for compensation of the time expended.
half-hour was needed for the interview.

In all

cases, the full

When the interviews were

completed, the interviewer transcribed the tapes and provided the
author with both the audiotapes and the written transcription.
All documentation necessary for this procedure (i.e., the cover
letter agreement and the written

consent form) were reviewed and

approved by the Human Subjects Review Committee, School of Education,
University of Massachusetts, Amherst prior to their use in this
dissertation.

Instruments and Rationale
A description and rationale for the specific instruments used
for the collection of data within this dissertation will be discussed.
Three primary instruments were administered:

(1) the opinion survey,

(2) the interview, and (3) the course evaluation.

Each instrument
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will be described independently, explaining its purpose and relevance
to the focus of this study.

The Opinion Survey
The opinion survey consisted of the Rokeach Dogmatism Scale, the
Racism Scale, the Bogardus Social Distance Scale, and the Open-ended
Scenari os.
The Rokeach Dogmatism Scale - Form E ( 1960) (see Appendix D),
includes 40 statements designed to measure authoritarianism and
general intolerance.

The primary function of this scale is to measure

individual differences in openness or closedness of belief systems.
Specific traits of open and closed systems are identified, and
statements are formed to reveal these traits.

Rokeach (1960)

explains:
Every person must be able to evaluate adequately both the
relevant and irrelevant information he receives from every
situation. This leads us to suggest a person's system is
open or closed; namely the extent to which the person can
receive, evaluate and act on relevant information received
from the outside on its own intrinsic merits, unencumbered
by irrelevant factors in the situation arising from within
the person or from the outside (p. 57).
Each statement is marked according to how much the person agrees or
disagrees with it, ranging from +1 (agrees a little) to +3 (agrees
very much), or -1 (disagrees a little) to -3 (disagrees very much).
For all statements, agreement is scored as closed and disagreement as
open.

This scale is perceived as relevant to this study in that it

allows for a general measurement of the open or closed belief systems
of the participants.

One of the competencies necessary to be
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developed within a imlticultural person is that of open-mindedness —
a mind that is open and unbiased to new and diverse peoples, ideas
beliefs, information, and events.

The degree to which an individual

tends to be more open or more closed, more dogmatic or less dogmatic,
is essential as a point of clarification and identification.
The Racism Scale (1 976) (see Appendix E), measures the degree to
which anti-Black opinions, attitudes, feelings, and behaviors may be
prevalent within the individual.

The scale is based on the concept of

"symbolic racism." McConahay and Hough

( 1976 )

detail

the

distinguishing features of this concept in the following definition:
Symbolic racism is a new form of antiblack feelings,
attitudes and behaviors perceived to be merging among
relatively affluent, suburban segments of the American
white population. It is not the racism of the red-neck
bigots of old who spewed forth hatred, doctrines of racial
inferiority, and support for de jure segr egation... our
concern is with racism of those who are both socio¬
logically and psychologically "the gentle people of
prejudice" (p. 23-24).
McConahay and Hough further state that symbolic racism is
attitudinal ly a set of "abstract moral assertions about Blacks'
behavior as a group" (p. 24).

It entails the attitude or mind set

that one has about what Blacks deserve, how they ought to be treated,
and how they should act.

Moreover, behaviorally symbolic racism is a

set of "acts...that are justified (or rationalized) on a nonracial
basis but that operate to maintain the racial status quo" (p. 24).
The Racism Scale consists of 32 statements to which the respondents
are asked to indicate their degree of agreement ranging from 5 to 1
(i.e., agree strongly, agree somewhat, no opinion, disagree somewhat,
disagree strongly).

Fourteen items (4, 5,7,9, 12, 13, 16, 17, 20,
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21 , 24, 26 , 28 , and 30) , specifically relate to the issue of racism
and are interspersed throughout these statements.
are scored and analyzed in this test.

Only these items

This scale, as a measurement of

"those who are both sociologically and psychologically the gentle
people of prejudice," pertains clearly to one of the basic principles
of multicultural education, which is an understanding of and
sensitization to one's own racial perceptions and attitudes.

At times

one's prejudices are so deeply rooted and programmed that the subtle
racist attitudes an individual might possess never surface.

Through

this scale, indications as to the degree of unconscious racist
attitudes and practices held by the participants may be discovered.
The Bogardus Social Distance Scale ( 1928) (see Appendix F), was
developed to measure ethnic attitudes extending from the desire for
close contact (i.e., would marry into the group) at one end of the
continuum to hostility and rejection (i.e., would debar from my
nation) at the other end.

As Bogardus ( 1925) clearly states:

Social distance...refers to the degrees and grades of
understanding and feeling that persons experience
regarding each other. It explains the nature of a great
deal of their interaction. It charts the character of
social relations.
The measurement of social distance is to be viewed simply
as a means for securing adequate interpretations of the
varying degrees and grades of understanding and feeling
that exist in social situations. The measurement exercise
and its results indicate the main points for intensive
inquiry into human experiences (p. 299).
The Social Distance Scale does not purport to measure actual discrim¬
ination.

The responses of the participants, therefore, do not

necessarily imply behavior.

Rather, this scale is an assessment of
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attitudes only, not a measurement of actual discrimination.

For any

one ethnic group, an individual's distance score could vary from l
(would marry) to 7 (would debar).
of the multicultural process.

Quality interaction is at the core

Thus, this scale assists in uncovering

the possible inherent feelings, both positive and negative, that
individuals may harbor toward other groups, especially those
characterized as "different" from themselves.

Moreover, responses can

potentially reveal the existence of hidden fears and anxieties that
one can

carry as "cultural baggage" in a personal encounter or

meeting.
The Open-ended Scenarios (i.e., Fantasy Bus Trip and Public
School Setting) (see Appendix G), were created by the author as an
expanded means of gleaning insight into an individual's perceptions
and behaviors within nonstructured and structured situations.

Open-

ended stories, similar to role playing, are a frequently used
educational technique that allows the individual's imagination or
subconscious realm to express itself freely.

As Jean Grambs (1968)

states:
Open-ended stories...do not solve a problem, but present a
dramatic confrontation in which several possible
alternatives are available for resoluti on... .Essential to
the use of any open-ended type of material is the
recognition that there is no single right answer. There
may be many answers, depending on the way in which the
students choose to define the situation, the aspects of it
which make most sense to them, and what they know about
thei r world (p. 42).
This technique was included within the opinion survey to provide an
alternate style of collecting data relating to the multicultural
process.

Both scenarios focus on human relations, feelings, and
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interactions of the individual within a given circumstance.

Different

from the statistical format of the previous scales utilized, the
scenarios permit the individual to wander into the realm of
imagination and allow the mind to become in tune with personal
history, memories, experiences, and encounters.

In an open-ended

scenario, as Grambs explains, the answers depend upon or surface from
how the individual "chooses to define the situation," possibly from
one's preconditioned perceptions, or from what features in the
scenario "make most sense to them," as well as "what they know about
their world," which to some degree identifies their world-view
perspective.

Categories were constructed to code the individual

responses (see Appendix H).

For the Fantasy Bus Trip, statements were

categorized as constructive, destructive, or neutral.

A numerical

tallying of the three categories for each of the eight statements
within the scenario provided a general focus of a positive or negative
view of the fantasy experience for each participant.
For the Public School Scenario, 13 categories were constructed
for coding the participants' statements (see Appendix I).

In this

more structured situation with the respondent taking the role of
"teacher," the categories attempted to clarify the degree of
authority/control

present, the degree of student participation

permitted, the degree of empathy shown by the teacher, the frequency
of the use of the term racism or some close synonym, the approach
implemented to address the situation, and finally the degree of selfreliance indicated by the teacher.
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At the end of the opinion survey, a Subject Information Sheet
was administered, whereby each participant was asked to supply basic
background statistics.

The purpose of this Subject Information Sheet

was to provide personal and cultural background information concerning
each subject (i.e.,

age, education, residence, sex, marital status,

religion, and race).

It was deemed that this information could be

helpful for future reference and could possibly shed light on the
rationale for responses given.

In all, 26 opinion surveys were

analyzed.

The Personal Interview
Six questions were prepared by the author to assist the randomly
selected interview participants in describing the personal dimensions
experienced

through

his/her involvement with this course.

The

interview technique can be perceived from an ethnographer's
perspective as a strategy for getting people to talk about what they
know.

It is a specific type of speech event

through which one

discovers and comes to understand another through language.

Spradley

(1979) notes that "language is more than a means of communication
about reality:

it is a tool of constructing reality" (p. 17).

The

Personal Interview Instrument (see Appendix J) provides the forum for
dialogue and conversation to occur within a friendly, impartial
atmosphere so that one can learn about another
language.

Language, therefore,

through his/her

is one means of discovering the

cultural reality of a person or a group of people.
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Questions

1

and

2 of the Personal Interview acted as

conversation starters whereby the respondent could share some personal
cultural history and could verbalize some suggestions or concerns that
he/she might have relating to the course.

Questions 3 through 6 were

composed to refer directly to the two major characteristics of the
process design (i.e., self-awareness/sensitization and empowerment/
action).
analysis.

Therefore, only these questions were used for the purpose of
Given the rationale supporting each question, categories

were devised for coding (see Appendix K) to identify the salient
elements discussed within the conversation.
The author does not assert that conclusive evidence can be drawn
from the Personal Interview data.

However, this technique has

contributed significant insights into this study because it brings a
personal, experiential dimension to the factual statistical data.

As

Bogardus (1936) recommends:
After the formal and the statistical in a piece of social
research have been secured it is still necessary to
examine personal experiences in order to understand the
significance of the facts, and why they are defined or
interpreted differently by different people. We do not
act primarily according to the facts, but chiefly
according to our experiences and to our interpretations of
these (p. 121).
The Course Evaluation
At the conclusion of most formal University courses, professors
are encouraged to distribute a computerized evaluation form, written
and approved by an academic committee.

In lieu of this measure, this

author prepared a Course Evaluation Form (see Appendix L) that was
distributed to all participants during the last scheduled session.
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The form consists of five open-ended statements covering the following
areas:

(1) course content, (2) instructor's presentation, (3) course

materials,

(4)

personal value of the course, and (5) other comments.

Adequate space was provided for essay-type responses, allowing for a
degree of free-flowing expression of ideas and feelings.

Categories

were designated for coding statements as constructive, destructive or
undecided

(see Appendix M).

In addition, because of the specific

nature of Statement 4, two further categories were identified
process and material).

The scores

(i.e.,

for each category were totalled

providing a general assessment of possible positive and/or negative
evaluative responses.

In all, 24 course evaluations were analyzed.

Limitations of the Study

1.

This study is conducted with a limited sample population,

and therefore does not attempt to draw definitive conclusions about
the numerous factors involved with process research or with individual
atti tudinal change.
2.

The difference

in

personality styles between the two

facilitators could contribute to eliciting diverse responses by the
participants, thereby biasing the results.

Teaching/Learning styles

of the facilitators could differ from each other which would mean that
the effect of the facilitator could not easily be separated from the
effect of the process itself.
3.

Random

assignment

is used in this study to assist

creating equal groups and minimizing the "noise" factor

in

in
the
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selection process.

However,

created by one participant

confounding exists within this study
se1f-se1ecting a group,

and three

participants verbalizing displeasure with their group selection.
Moreover, bias exists because of the limited number of people of color
within

each section

Group = 1).
might

(i.e.,

Intervention Group = 3 and Control

In general, this small culturally diverse representation

slant

the perspective and perception within each group

population.
4.

Varying degrees of prior knowledge of and exposure to multi¬

cultural issues could influence the readiness level and receptivity of
the participants to the study. Thus, although random assignment was
used to eliminate such biases, the small numbers involved could allow
for the failure of randomization.
5.

The small sample size of the population and the fact that

the population is drawn from a specific interest group (students of
the University of Massachusetts, Amherst) imply that the study cannot
be related to any generalized population.

Nevertheless, the effect of

this study on this sample population (University of Massachusetts
students enrolled in Multicultural Education courses)
same,

at a future time,

for the

could be the

population that this sample

represent s.

Summary
With a population of 27 students enrolled in a Multicultural
Education course held at the University of Massachusetts, Amherst, a
pilot study using random assignment was conducted to explore the
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significance of a process design developed for implementation at a
pre-service/in-service teacher education level.

The comprehensive

goal and objectives of the process design, the detailed description of
the developmental delivery pattern, as well as the selection of the
participants, and the course format were outlined and explained.

The

research procedures using scales, open-ended scenarios, personal
interviews, and course evaluation forms have been described.
enhancement of the statistical data, the personal

As an

interviews and the

open-ended course evaluation format amplified these findings.
The research this author has undertaken
exploratory and qualitative in nature.

in this

study is

It attempts to substantiate

the intrinsic process dimension presently neglected, and compensate
for the inexplicable lack of research concerning process within the
area of multicultural education.

CHAPTER

V

RESEARCH FINDINGS AND DISCUSSION OF DATA
Introduction
This chapter will present and examine the data collection
composed of two specific types of instruments: (1) the opinion survey
as a quantitative

instrument; and (2) the interview and course

evaluation as the qualitative instrument.
rating scales extensively used

First, the pre-existing

in recent years to study the

attitudinal tendencies of subjects toward such issues as dogmatism,
racism, and ethnicity will be explained.

These rating scales were

administered in the pilot study to measure the attitudinal disposition
of the participants relating to open and closed belief systems, racial
perceptions,

and ethnic distance.

Moreover,

these scales were

administered within an experimental design to measure

possible

attitude differences between the Intervention Group and the Control
*

Group.

Second, also within the experimental design, qualitative

instruments were developed and administered to provide extensive
supplementary information, augmenting the findings of the formalized
rating scales.

The following are the results of the research findings

and a discussion of the data gathered.
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Research Findings
The Opinion Survey
A statistical

analysis of the data collected from the rating

scales and scenarios in the Opinion Survey was completed using the ttest to identify any significant difference between the Intervention
and Control Groups.

For this analysis, scores were converted to

maintain consistency across all three scales.

Therefore, high scores

indicate positive attributes and low scores
attributes.

indicate negative

The probability levels of less than or equal to .05 were

considered significant.

The sample size, mean,

standard deviation,

and t-test results are shown in the following tables.
The Rokeach Dogmatism Scale was analyzed by adding all the
scores and dividing by 40 (i.e., the number of items).
scores were coded as

<o Opinion being the midpoint between the extreme

scores, +3 strongly agree and -3 strongly disagree.
possible

The 20 missing

The highest score

(+3) indicates that the respondent tends to adhere to a more
%

open belief system, one characterized as less dogmatic and
authoritarian. The lowest score possible

(-3)

less

indicates that the

respondent tends to adhere to a more closed belief system, one
described as more dogmatic, more authoritarian, and generally more
intolerant.
group

In Table 1, the t-test between the mean scores of each

clearly reveals that there is no significant difference between

the two groups relating to the degree of open or closed belief systems
held by the respondents.
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Table 1
Rokeach Dogmatism Scale

Group
Intervention
N= 15
Mean
SD

Control
N= 11
Mean
SD

1 .15

1 .05

.55

.43

t-test

t(24) = .47 ,£<.64

Fourteen statements pertaining to opinions, attitudes, feelings,
and behaviors toward racial minorities were scored in the Racism
Scale.

Five,

the highest

score possible,

indicates nonracist

tendencies, while one, the lowest score possible, denotes racist
tendencies.

The score of three signifies a No Opinion position.

Subjects missing a response were also assigned this score.
results

The t-test

shown in Table 2 demonstrates no significant measurable

attitudinal difference between the two groups.

Tabl e 2
Racism Scale

Group
I nterventi on
N= 15
Mean
SD

4.27

.49

Contro 1
N= 11
Mean
SD

4.44

.35

t-test

t_( 24) =- .97 ,£<.34
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The scoring procedure for the Bogardus Social Distance Scale
entails the tallying of the checks for the categories that were
closest to the left hand (ethnic closeness) side of the scale.
total number indicates the

This

individual's social distance score with

respect to the 30 ethnic groups.

Thus, a high score designates a

greater measure of intimacy reflected by the individual respondent
toward a specific group.

In Table 3, the statistical data evinces no

significant difference between the two groups. However, attention must
be given to the sample size for this scale, which is even smaller than
the others. Seven subjects chose not to express their attitudinal
preference.

This abstention might imply that the subjects experienced

anxiety, intimidation, or hesitancy while attempting to express their
feelings.

Moreover,

this might support Bogardus' observation in his

research study that his subjects verbalized feelings of anxiety and
threat, and underscore the need to use alternate techniques as he
suggests.

Table 3
Bogardus Social Distance Scale

Group
Interventi on
N= 10
Mean
SD

6.92

.17

Contro 1
N=9
Mean
SD

6.77

.42

t-test

t( 17) =1.04 ,£<.31
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In the Fantasy Bus Trip Scenario, the subjects were asked to
complete eight open-ended statements.
the

author,

Comments were coded blind, by

as constructive or destructive (see Appendix H).

Respondents' scores for each item were totalled and submitted to a ttest analysis.

The mean score, standard deviation, and t-test results

are shown in Table 4.
the two groups.

No significant difference is evident between

Both the Intervention and Control Groups express

similar degrees of positive and negative descriptions.

Table 4
Fantasy Scenario

Group
Intervention
N= 15
Me an
SD

Item

Positive
Responses
Negative
Responses

Control
N= 11
Mean
SD

t-test

3.53

2.13

3.90

2.11

t(24) =-.44 ,£<.66

2.93

1.66

2.18

1.47

t( 24) =1.19,£<.24

•

For the Public School Scenario, 13 items were identified for
coding purposes (see Appendix I).

The scenario was broken down into

single comnents or units of thought.

Each comment was given one of

the 13 item headings which were tallied at the end of each scenario.
An item received a zero if a subject did not respond within that
designated heading.

An

item analysis is presented

in Table 5

designating the mean score, standard deviation, and t-test results
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between the Intervention Group and the Control Group.

No significant

difference is exhibited by the data throughout the 13 coding items.

The Interview
For the purpose of this study, the interviews were conducted by
an impartial person, who was unaware of the group to which the
subjects belonged.

This procedure was incorporated so that the

subjects would feel free to respond in any way, thereby eliminating
the influential presence of the author.
relating to six specified areas.

The interview garnered data

Question 1, "Would you share with me

some of your history about yourself cultural ly/professionally?," was
used as a conversation starter.

Through this question, the respondent

had the opportunity to share background history relating to his/her
ethnicity, possible multicultural
educational

endeavors.

experiences and professional

Question

2,

"Have you any

and

comments,

suggestions that you would like to share concerning this course and/or
your participation within this course?," provided the respondent an
occasion to discuss his/her personal feelings and reactions toward the
course.

Moreover,

information was gleaned as to how the respondent

viewed his/her role as participant and
involvement.

Questions 1

and

the degree of personal

2 were devised by the author as

preliminary ice-breakers.
Questions

3

through 6 comprise the substance specifically

relating to the focus of this study.
dialogue was subjected to analysis.

The data gathered from this
Question 3, "How would you
ii

describe what multicultural education means to you?," clarified the
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Table 5
Public School Scenario

Group
Intervention
N= 15
Mean
SD

Item

Control
N= 11
Mean
SD

t-test

Teacher
Contro 1

.53

.51

72

.46

Jt (24) =- .98 ,£<.33

Both
Students

.20

.41

.27

.46

t(24)=-.42 ,£<.68

Black
Student

.00

.00

.09

.30

t_( 24) =-l .18 ,£<.25

White
Student

.00

.00

.09

.30

(24) =-l .18 ,£<.25

Cl ass
Involved

.80

.41

.63

.50

t_( 24) =- .91 ,£<.37

Empathy
Black

.13

.35

.18

.40

t_( 24) =- .33 ,£<.74

Empathy
Whi te

.00

.00

.09

.30

t( 24) =-1.18,£<.25

Blame
Black

.06

.26

.00

.00

t( 24) =-.85 ,£<.40

.13

.35

.18

.40

Jt (24) =- .33 ,£<.75

Racist
Terms

.53

.51

.54

.52

t( 24) =-.06 ,£<.95

Program
Uses

.40

.50

.36

.50

_t (24) = .18 ,£<.86

Process
Uses

.47

.51

.36

.50

jt (24) = .51 ,£<-62

Outside
Resources

.13

.35

.09

.30

t_( 24) = .32 ,£<.75

Blame
Whi te

•
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respondent's understanding and perception of the term.

Question 4,

Has your understanding of multicultural education changed in any way
or been reconfirmed since your participation in this course?," allowed
the respondent to verbalize whether the course influenced his/her
meaning of the term multicultural education.

It also provided a broad

spectrum of responses to be expressed by including the possibilities
of r eaf f i rmati on or no change occurring.
changed in any way since your participation
How?

Question 5, "Have you
in this course?

If so,

If not, would you discuss why, or perhaps what you might like to

change?," addressed the personal dimension of growth development.
permitted

It

the respondent to explain possible changes in self-

awareness, perceptions, attitudes, and possible modifications in
behavior.

The second supplementary question provided leeway, allowing

for the acknowledged possibility that no change had occurred, thereby
freeing the individual to express such feelings.

Finally, Question 6,

"How would you apply what you have learned or what has been reaffirmed
within

this course?," explored the implementation level of the

respondent by probing the readiness
could

transfer

level at which the individual

the competencies acquired into varied areas of

application is explored.
Content analysis and coding categories for each of the four
questions were devised by the author (see Appendix K) .

To provide a

measure of reliability, a graduate student was trained by the author
to analyze and code the interview transcriptions.
session,

At a preliminary

coding categories were explained to the graduate student and

a mock interview transcription was coded by the author and the trainee
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to verify that the training process was in actuality understood.

The

trainee then received a copy of the eight interview transcriptions,
with the understanding that they were to be completed at a leisurely
pace.

The trainee would contact the author when the coding of the

transcripts was finished.

Both the author and the trainee were

unaware of the group to which the subjects belonged.

Therefore, they

were not biased in the types of categories assigned.
interviews,

it was possible to

After the

identify which group

Intervention or Control) each subject represented.

(i.e.,

Comparisons of the

coding results indicated a high level of agreement between
analysis

of the author and the trainee.

the

Within the interview

transcriptions, disagreement was detected in the coding category
results of Question 6 for Subjects 1 and 3.
was in agreement.
presented

in

the

All remaining analysis

The interview results for Questions 3 through 6 are
following manner:

(1)

comments made by the

Intervention Group participants; (2) comments made by the Control
Group participants; and (3) a summation of comparisons between the two
groups illustrated in Table 6. Interviews with a random sample of
participants from the Intervention and Control Groups (a total of
eight subjects) yielded data evidencing a salient difference between
the two groups.

The Intervention Group.

The following are excerpts from each

subject's response to the question.
the Intervention Group.

Subjects 2, 5, 7, and 8 represent

The interviewees in this group perceived

multicultural education as a process which begins with knowing
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oneself,

building self-confidence,

respecting diversity, and

encompassing an inclusive perspective in
Mu1

its

implementation.

icultural education is teaching others to respect the diversity

of other groups and knowing oneself in your own group; and being open
to accepting people who are different from you" (Subject 2).
process...it begins with me, myself.
knowing myself.

The

information

Becoming aware of myself,
I

information on to my kids" (Subject 5).

"It's

know,

then I

can pass the

"It took me about a week to

figure out the fact that multicultural education is a process.
to get everybody aware of it and start it in all

Trying

the curriculums.

It's a process that should be started from birth and go all the way
into that" (Subject 8).
esteem...I

like myself.

"Multicultural is starting out building self¬
Just being confident, I think it's like the

main root in dealing with the person themselves, then the issues
af-terwards" (Subject 7).
How their understanding of the term multicultural education
changed through their participation in the course was evident in the
responses.

The subjects viewed process as a critical component of

multicultural education.

Multicultural awareness primarily resides

within the person, enabling the individual to internalize multi¬
cultural attitudes and skills and to foster respectful, quality
interactions and experiences.

"The first thing very evident in our

classroom is the respect we all have for each other...as a group that
has evolved over just two weeks and actually to the point of friend¬
ship; and also with our instructor.
(Subject 2).

It's been a very good experience"

"My philosophy of multicultural education has been
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broadened and expanded"

(Subject 5).

"This course has made me feel

that it's [multicultural education] impo rtant.. .1 think it has to come
from you.

You know you teach it in everything you do" (Subject 7).

It is clear that the participants perceive multicultural education as
a philosophy that develops

a trusting environment promoting respect

and acceptance.
With respect to the efficacy of the process design in promoting
change in the person, the participants' responses clearly indicate
personal

growth and change in perceptions, attitudes, and behavior.

"I've become more sensitive to labels, more sensitive to other
cultural

behaviors.

I've also looked at my own past;

appreciation for that" (Subject 2).
when I speak with someone.

I have an

"I realize how cautious I must be

I'm not a real active person, but now when

my brother or a good friend of mine makes a racist remark, I won't
tolerate it or just let it go by.
offends me" (Subject 5).
things,

I'll let these people know that it

Another states,

"My eyes are more open to

I know that I'm a pretty open-minded person, but just in tune

with other people and how they're different.
into small

Like we, breaking up

groups, it was good because I could see where other people

were coming from" (Subject 7).

"I've really changed...being more

aware of the people's perception about things.
more sensitive to issues, what people say.

I've really become

I've been conscious

well, we corrected each other, in a nice way, when we labeled somebody
and not realized we've labeled them....I guess I've really changed in
that I'm very conscious of what I say to people" (Subject 8).
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The cyclical

process of multicultural education leads the

individual into a responsible, confident stage where internalization
of multicultural

competencies is naturally transmitted for practice

into application.

The subjects' responses to how they would apply

what they learned in this course permeates varied aspects of their
personal and professional lives.
sensitive.

"In my work situation, I'd be more

I think I would do some things differently, just the

sensitivities and possibly instead of more tolerating differences,
accepting differences.

In my daily life, I teach Sunday School Class,

and I will probably try to incorporate it into that" (Subject 2).
want to integrate it all together.

I'll use the knowledge that I have

to try and help my kids to become aware" (Subject 5).
do, it's totally changed.

Even if I don't go into teaching,

other things that I do, just getting

Apartheid.
I'm glad

"Everything I

I can teach personally....I feel good about

that, I feel confident with that.
just

"I

involved in Traprock,

I have a completely different outlook now and I like it.
it came to be" (Subject 7).

surroundings and the things I say.
how to teach the disabled.
didn't know how to teach.

"I am much more aware of my

I work a lot with teaching people

There was a lot I was aware of, but I

I didn't know how to put it into words, and

now I understand terminology, and I understand what prejudice is.

I

can relate it to things" (Subject 8).

The Control

Group.

The

following are excerpts from each

subject's response to the question.
the Control Group.

Subjects 1, 3, 4, and 6 comprise

The interviewees of this group presented combined
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perceptions of multicultural education as process and program.
particular subject emphasized specific delineated issues,

One

their

understanding and appreciation, as the thrust of multicultural
education.

"I mean the thing that most quickly comes to mind is to

deal

issues

with

of race and background.

In other words, I

appreciated that we looked at gay and lesbian issues in class.
that's a cultural

To me

issue, but I think that issues of, I'm not sure what

the distinction is, but issues of race and class and culture are all
included in... sensitivity to that... awareness of that..." (Subject 1).
"Urn, well learning to appreciate and be a part of your own culture as
well

as others.

Learning and being exposed to different cultures,

different people, different ways of doing things.

Introducing to kids

that there are different people, different countries, different
cultures and our way isn't the best" (Subject 3).
that it isn't in education.

I think it's just something you have in

your daily life...it's just there.
the oppressions.

"It's a philosophy,

You can help get rid of some of

I think that educating children is the best way to

start it because as they get older they'll be able to practice it.
And if you show them how things are being racist or sexist or urn, show
ageism or whatever classism" (Subject 4).

"As a teacher, being able

to look through the eyes of all your different children and see their
worlds clearly and understand and accept them.
acceptance of this,
they understand

And then with your

is to share this with the other students so that

individual

differences" (Subject 6).

differences and

appreciate those

It is interesting to note that the majority

of the participants discuss "dealing with issues,

"educating
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children," "introducing to kids," as the beginning stage of the
process.

Reference to beginning with

understanding themselves,

themselves, knowing or

or their awareness, perceptions, or

sensitivities as inclusive within the process is not present.
In response to whether the course in any way created a change in
their understanding of multicultural education, the interviewees'
expressions reveal
depth.

little or no change occurring.

"It's gotten more

In other words, looking at multicultural issues in a school

context,

those things were very helpful.

So I would say it's

definitely been expanded and filled out" (Subject 1).
[changed] somewhat.

What I

"Well, it has

haven't considered a lot being in

multicultural education was the issue of lesbian and gay rights and
animal

liberation which I didn't really think about as part of a

curriculum" (Subject 3).
minds are already open.

"Definitely, not, no [change].

So I don't feel I have benefitted, really.

mean, not any more than I already was.
same.

Because our

Status quo" (Subject 4).

transformed me in any way.

I

[My definition] is still the

"Not necessarily, this course has not
I don't feel this course has really

changed my perceptions" (Subject 6).

As viewed by two subjects,

program content and curriculum issues were identified as the primary
aspects of multicultural

education which were broadened and

embellished by their involvement in the course.
For the Control Group participants, the responses addressing the
question of change within the person appear closely linked with the
previous question regarding change in the understanding of the term,
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multicultural education.

Verbal expressions of disappointment or

displeasure with the course procedure and content seemingly dominate
the discussion,

surfacing only a limited degree of personal change

stated by some subjects.
[changed].

"I would say probably

no, I

haven't

It [the course] didn't challenge my attitude...I felt

though, in some ways the approach was pretty introductory" (Subject
1).

"I

think my attitude has changed a little bit because I've been

pretty pessimistic.
3).

"No,

I have to get what I can get out of it" (Subject

I don't really feel

it has

[changed me in any way].

No,

it's a course to go to and the topics are interesting" (Subject 4).
"Well,
out.
did

there were some things that I was unaware of that were brought

We did specism, which was very interesting for me to hear.

We

a lot on gay and lesbians...I read a few articles that were

touching.. .the hardships that have come about through the eyes of a
gay man.

That's

probably how I've changed.

I've broadened my

knowledge on those two issues" (Subject 6).
Since a program or issue dimension was identified as the focus
of this course by the subjects, it is natural that the application
opportunities suggested are narrowly directed toward the implication
of content or information within the curriculum.
helped me think more specifically.

"I think that it's

Urmim, although I also wish there

had been more of that....So, I guess that filling in specifics in
terms of how to deal with groups, either school or organizational,
which is my background, I still sort of fit it into that context.
having

some

So,

concrete things to think about and ways to look at

programs, evaluate programs” (Subject 1).

“Well, it kind of got me
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thinking more about gay and lesbian rights, and being more open,
because all the articles were one-sided_I think I've gotten a
little more tolerant of other people.

It's real ly d is appoi nti ng, I

guess, to sum it all up...as far as curriculum [planning] goes, I
haven't gotten anything out of it" (Subject 3).

"I don't know,

because there's nothing I've learned that I could really apply.

They

[the articles] didn't really speak on curriculum and that's what I
really expected to get out.
know" (Subject 4).

To be able to use that in my class, you

"Well, I would apply the information I've gained

and spread it throughout a curriculum when I'll be developing one.
I'd be more aware of what I say and how I say it.

I would be aware of

the language that I use at all times in the classroom.

I think that

I'd be more sensitive to the children's needs" (Subject 6).

These

participants reveal a narrow application level of multicultural
education within the confines of curriculum areas.

Reference is made

by one subject to being more sensitive and aware of "children's needs"
and aware of the use of "language in the classroom." There are no
allusions to implementation strategies that encompass personal
interactions or day-to-day life choices and experiences.
A summary of the interview results is shown in Table 6.

The

coding categories are listed for each question providing a comparison
between the two groups. See Appendix K for a detailed explanation of
each coding category employed.
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Table 6
Summary of Interviews
Differences Between Responses of
Intervention Group and Control Group

Group

Note:

Question

Intervention

Control

3

Process
Inclusive
Competencies
Empowerment

Program/Process
Limited/Inclusive
Competenci es

4

Process
Inclusive
Competencies

Program
Limited
No Change

5

Percepti on
Atti tude
Behavior

Program
No Change

6

Process
Inclusive
Approach

Content
Approach
No Change

See Appendix K for coding descriptions.

Open-ended Course Evaluation
The course evaluation form was distributed by both facilitators
during the final session of the course where all participants
Intervention and Control Groups) were present.
devised by the author
procedure.

to

facilitate

and

(i.e.,

Five statements were

focus the evaluation

The course evaluation form was designed to elicit data

relating to the following areas:

Statement 1

appropriateness of the course content;

explored

the

Statement 2 referred to the

instructor's presentation and style; Statement 3 concerned

the

specific materials, handouts and activities used; and Statement 4
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inquired about the personal value of the course for each participant.
Statement 5 (i.e., Other Comments) provided an opportunity for
participants to address areas that may not have been included within
Statements 1-4, and further allowed the expression and description of
personal experiences encountered by the participants within this
course.
Coding categories (see Appendix M) developed by the author
analyzed the degree of positive or negative responses and the
inclusion of process or program perceptions.
by letter name.

Subjects were identified

Thus, Subjects A-M represent the Intervention Group

and Subjects N-X represent the Control Group.

The results of the data

demonstrate a marked difference between the Intervention and Control
Groups.

The course evaluation results are shown in this manner:

(1)

comments made by the Intervention Group participants; (2) comments
made by the Control Group participants; and (3) a sumnation of the
comparison between the two groups highlighted in Table 7.

The Intervention Group.

The responses of this group demonstrate

that the participants evaluate the course in a positive fashion.
Words such as relevant, helpful, beneficial, valuable, and thoughtprovoking are used frequently by the respondents to describe the
appropriateness of the course content.
from the evaluation forms:

The following are quotes taken

"The course content was very appropriate.

It discussed many, many issues that are relevant to our position as
multicultural teachers" (Subject A).

"Very appropriate materials.
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activities to course content.

The content was very valuable to me

both for my degree program and my personal goals and ideals" (Subject
D) .

I feel that this course was very appropriate at this time for

me.

It really grounded and gave me a base for a lot of issues I have

been thinking about" (Subject H).

"Quite appropriate for me.

It gave

a name and definition to what I'd already been moving toward in my
classroom.

It presented new ideas and directions for focus.

Specifically, it left me knowing that multicultural education is a
process and should be integrated into existing programs, and should
not exist as a separate program"

(Subject L).

benefitted from all aspects of the course.

"Excellent!

I

The teaching style was a

model for a multicultural teacher, the articles and activities were
thought-provoking.

I have a clear idea now as a classroom teacher

with a multicultural foundation" (Subject M).
The expressions of the Intervention Group participants
in response to Statement 2 demonstrate strong positive feelings and
support for the teaching style implemented and for the role played by
the instructor within this course.

"The instructor really knows how

to bring people together... she made each one of us feel wanted and
respected.

She is a great role model" (Subject A).

"I think that the

instructor presented every issue in an unbiased manner and really kept
the class right on track.

She obviously practices what she teaches in

the multicultural education classes" (Subject C).
very well prepared.

"The instructor was

She would always tell us how she felt.

very flexible and gave us

She was

plenty of time to reflect and think
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critically'

(Subject E).

"I enjoyed her class immensely.

She was

well organized, enthusiastic, shared personal opin ions / be 1 iefs, and
loved to hear others.

She encouraged participation" (Subject J).

"The instructor was very enthusiastic about the ideas.
materials in a comfortable environment.

She presented

Her knowledge in the area was

excellent" (Subject K).
Statement 3 of the evaluation form refers to the specific
materials distributed and the activities conducted during the course.
The majority of the responses within this group indicate that the
written materials and the procedure used by the instructor were
process-oriented.
participants

Both the materials and the procedure assisted the

in personal

reflection, critical

thinking,

mu Itiperspective viewpoints, as well as relevancy for future
application.

One participant expressed the feeling that there were

"too many handouts" and that "it was a lot of work for four weeks"
(Subject A).

"I enjoyed all the handouts.

The materials were great.

I will definitely keep them to refer to later on" (Subject B).
enjoyed all the handouts.

They covered a wide selection of issues.

also enjoyed the practical activities we did in the classroom.

"I
I
The

activities gave me a better understanding of myself, and many I could
share with others" (Subject C).

"Great materials and activities.

felt the assignments were also very educating" (Subject D).
appropriate and had follow-up.

I

All were

I felt all media used was worthwhile

and the discussions about what we read and saw took us further into
the subject" (Subject F).

"The materials are good.

,o reflect upon later" (Subject I).

I would use them

"Articles that were presented in
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class dealt well with issues that were discussed.
and speaker.

I enjoyed the films

Also, I thought there was a good balance of small group

and large group discussion" (Subject K).
The personal value of this course is addressed in Statement 4.
This statement focuses on the meaningfulness of the course, attesting
to draw forth from each individual the efficacy of this experience.
'It has enabled me to grow as a person and to begin to develop my own
style and philosophy of education" (Subject A).

"It has made me much

more aware of my own beliefs and feelings and more sensitive to other
people's feelings" (Subject C).

"It meant that I learned a great deal

more about myself as well as others.
thinking a certain way.
teacher" (Subject E).

I don't feel like the only one

I am more optimistic about becoming a

"The course meant opening myself up to looking

at controversial issues and learning to teach others" (Subject F).
"Helped me to examine my own attitudes.

Also to come in contact with

a diverse group of students with views sometime radically different
than my own" (Subject G).
as a multicultural person.

"It has helped me to discover where I stand
It helped me to establish what culture,

ethnicity, etc., mean to me" (Subject J).

"This meant a lot to me.

It addressed academic and personal concerns.

Was directly applicable

to my teaching.
my group.

Was especially successful due to the other people in

I acquired a lot more resources to draw on" (Subject L).

"I am so glad I took this course.

I have a much clearer idea of how

to apply this information to my teaching style next year.

The

instructor was a real mentor, and the class was a good group"
(Subject M).
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In the space provided for the participants to express further
comments, ideas or suggestions, most statements reiterate positive,
encouraging feedback.

Similar comments by two participants stating

the need for a longer period of time were made.

"I wish I could have

taken it during the regular semester... to do justice to the amount of
thought needed to follow through" (Subject B).

"Short, intense,

tiring class, but I don't think it could've been much different.
Wonderful!

Great teacher" (Subject D).

of my best educational experiences.

"The class I was in was one
As the only male in my group, I

was a little apprehensive about being made the "whipping boy" for
unsatisfactory social conditions, etc.

But instead, I was completely

accepted and allowed to fully participate.

In the end, it was more

like meeting with friends four nights a week" (Subject G).
class has been a great experience!" (Subject H).
instructor very sensitive to student needs.
about the ideas she presented.

"I

"This

found the

She was enthusiastic

Also, she was very fair in letting all

students view their ideas in a nonthreatening situation" (Subject K).
Three participants have no additional comments.

The Control

Group.

Data collected from the Control Group

indicate that the course in general was received by the participants
in a positive manner.

However, specific responses to Statement 1

concerning the appropriateness of the course content represent mixed
feelings.
course.

For some participants, expectations were not met within the
"The content was appropriate, although more hands-on inquiry

about curriculum itself would have been helpful" (Subject 0).

The
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content included less on curriculum and more on the issues than I
expected.
P) .

In reflection, I think the content is appropriate" (Subject

Because this is my last education course, I was sure that this

one would teach me 'how to be' a teacher.
impossible.

I probably expected the

I enjoyed the focus on issues and think it's important

for us to continue clarifying our own values on these issues" (Subject
Q) •

I n general,

the readings were relevant to issues of

multicultural education, however, we spent too much time on some;
apparently the ones which the instructor was most interested in.

I

was disappointed because many of them seemed a waste of time, one¬
sided, and too indepth" (Subject R).

"Much of the readings gave me

new insights into how others may feel.

Responding to the insights in

the journal made me react or practice being multicultural, respectful
of others' differing points of view.
(S-ubject T).

This was a valuable experience"

"The aspects of multicultural issues were appropriate

but most of this information was already discussed in other classes.
More should have been focused on developing a curriculum.

Forming a

curriculum was never discussed, it was taken for granted we knew how
to go about it" (Subject X).
The narration relating to Statement 2 by the participants
verifies that the role of the instructor was viewed as one of
fostering a good rapport between herself and the participants,
providing a varied format, and facilitating the information presented.
Some conflicting perspectives are apparent, however, concerning the
teaching style or procedure used by the instructor, indicating both
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positive and negative feedback.
job.

"I felt the instructor did a good

She was concerned with the students.

rapport with the students.

I felt she built a good

The instructor introduced important issues

which I was unaware of as well as leading discussions concerning these
issues

(Subject 0).

"With the course structured around articles, it

makes teaching more confined and structured.

The instructor had much

knowledge and sincerity which is important when presenting this stuff.
Sometimes I thought she was too quick to back her opinions and
convictions" (Subject Q).

"The instructor seemed somewhat prepared

however, I didn't feel there was much content or structure to the
course.... She led the class in discussion, but didn't provide us with
any more information than the articles did" (Subject R).

"Because the

articles had differing significance to each of us, I thought it was
hard for the instructor to balance the material to suit everyone.

I

felt that the instructor was prepared and tried to show sides of
issues while showing us her value for her viewpoint" (Subject T).
"Sometimes I had trouble with some of the discussions because certain
people went off the track.

I feel the instructor could have directed

the discussions more effectively" (Subject U).

"The instructor did a

good job facilitating the information presented and seemed very
informed.

She also explained what was required clearly, except on the

final project because I felt we talked too little about what is needed
to write and put in a curriculum"

(Subject V).

"I would have

preferred more time spent on reviewing the material.

The student s

analysis was

inadequate and yet I wanted to gain a greater

understanding of the material.

The instructor could have helped more
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in clarifying issues relating to the material.

Reading the material

in class generally does not work for me" (Subject W).
With regard to the specific materials and activities introduced
and utilized within the course, participants express varied feelings
concerning the relevancy of the materials and the types of activities.
Two participants within this group comment on the fact that there were
"too many handouts" and "not enough time to spread out the
information to let it seep in" (Subjects N and V).
at times confusing and, I felt, irrelevant.

"The articles were
I believe more class

activities dealing directly with curriculum would have been more
beneficial than random handouts" (Subject 0).

"I really enjoyed the

readings particularly the feminism and science articles" (Subject P).
"I didn't like reading the radical handouts, but they did make me
aware of their existence" (Subject T).
more activities" (Subject U).
much.

"Great!

There could have been

"I basically enjoyed the materials very

Classroom discussion left a lot to be desired" (Subject W).
Statement 4 attempts to elicit the value the course provided for

each participant.

"It made me more aware of issues which I had never

really thought of.
(Subject 0).

I enjoyed the class and the discussion we had"

"It helped me to see the possibilities for expressing

multicultural education in my course.

This course was the stimulus to

have me act on my vague feelings that things could be improved
(Subject P).

"The articles and discussions were provocative and

raised issues in my mind which I will be able to apply in my teaching"
(Subject R).

"This course is my 30 credits for my master degree.

would like to use the materials with my students.

I

I think this course
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is important for the new teachers and special teachers who want to
work with different cultures"

(Subject S).

dimension to my multicultural thinking"

"This class added

(Subject T).

"This class

meant receiving a strong grasp of how to develop curriculum"
(Subject U).

"Opening myself up to new thinking, though actually much

of it was almost a re-sensitizing of information.

It was a good

opportunity to see where other students 'are at,' what their critical
thinking skills are like, and how developed emotionally they are"
(Subject W).

"I expected to get a lot more out of this than I did.

Most of what I walked away with was information I had read about and
discussed in previous courses....I was rather disappointed because I
expected more" (Subject X).
In the final statement where participants were free to mention
other comments, suggestions or ideas, most respondents either offer a
suggestion or repeat a personal concern.

"I think the discussions

could be facilitated by offering a list of questions on the day's
readings as a stimulus for discussion" (Subject P).
this course was disappointing.

"The structure of

As far as curriculum development goes

I learned very little" (Subject R).

"The instructor did not give us

any feedback on how we were doing in the class.

I wish I had some

idea midway through so I could better prepare future work" (Subject
U).

"At least both sides were always presented thanks to all the

opposing views in the class" (Subject V).

"My memorable moment -

three times being told by other students that they basically 'are not
going to argue the point' with me.
environment.

Fascinating in an educational

I was overwhelmed by the work, but I think that was due
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to my zealousness in analyzing the material" (Subject W).

Four

participants give no additional comments.
A summary of the course evaluation results are given in Table 7.
The coding categories are identified for each statement highlighting
the comparison between the two groups.

Table 7
Summary of Course Evaluations
Differences Between Responses of
Intervention Group and Control Group
Intervention

Control

1

Positive

Negative/Positive

2

Positi ve

Positi ve/Negati ve

3

Positive

Posi ti ve/Negati ve

4

Process

Program

5

Positive

Positive/Negative

Statement

Note:

See Appendix M for coding descriptions.
Discussion of Data
A discussion of the two general types of instruments (i.e.,

quantitative and qualitative) administered within this pilot study is
presented.

First, the opinion survey which consists of three rating

scales and two scenarios were administered to all participants as a
post-test.

This survey was conducted to discover any differences in

attitudinal dispositions and tendencies between the members of the two
groups, related to the degree of open- or closed-mindedness and to the
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level

of acceptance of racially and ethnically diverse groups.

Results from all instruments within the opinion survey, when analyzed
statistically, show no significant difference between the mean scores
of the Intervention

and Control Groups.

The results of the

statistical data within this pilot study could be attributed to
several possible reasons.
enrolled

The seIf-se1ected group (i.e., students

in the Multicultural Education Course) might have been

conditioned to a certain type of reactive response.

Participants,

conscious of multicultural awareness and attitudes, might have reacted
toward the statements by supplying the expected responses rather than
the desired responses.

As Selltiz, Jahoda, Deutsch, and Cook (1959)

note:
Few of the techniques available to the social scientist
provide "pure" measures of any given characteristic. Such
general variables as intelligence, education, information,
social status, and various personality characteristies
frequently "contaminate" the results of an attitude
questionnaire or of any observer's rating (p. 150).
These authors explain further that the agreement or disagreement with
a particular statement on the part of a subject might correlate with
the "social desirability" of the position expressed in the statement.
One example given relates directly to attitude measurement.

They

ascertain that "scores on an attitude test may be influenced not only
by individuals' attitudes toward the object in question, but also by
their willingness or unwillingness to admit holding opinions they know
to be unpopular" (p. 151).
Moreover,

it is likely that the respondents were basically

sincere and honest in answering the statements.

In actuality, these
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rating scales were not devised to be as sensitive to the differences
between the groups, because they were not capable of measuring the
program v.

process differences essential within this study.

These

pre-existing scales basically addressed information and knowledge
similar to the paper and pencil test; however, this was not enough.
The crux of the process design within this study was not merely to
impart information concerning multicultural awareness at a program
level, but more importantly to multiculturally sensitize educators to
internalize and to apply the necessary attitudes, values, and skills
at the process level.

These selected rating scales were not designed

to measure long-term attitudinal development and change, but were
intended to indicate attitudinal dispositions and preferences.
Another possible reason might be the difficulty and confusion
that sometimes arises within the interpretation of the attitudinal
measurement instruments.

Remmers

(1963) makes a clear distinction

between the rating device and the rater.

As he states:

The measuring device is not the paper but rather the
individual rater.
Hence a rating scale differs in
important respects from other paper-and-pencil devices.
In addition to any limitations imposed by the form itself,
ratings are limited by the characteristics of the human
rater -- his inevitably selective perception, memory,
forgetting, his lack of sensitivity to what may be
psychologically and socially important... (p. 329).
Thus, the dimension of the rater's limitations and biases surfaces as
an added complexity to the interpretation and use of the measuring
scales in attitudinal research.
Furthermore, Bogardus (1959) observed in his work that subjects
verbalized feelings of anxiety and threat.

He suggested that

the
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interview technique be employed with a sampling of the population to
obtain verbalized accounts of ethnic distance" (p. 39).

Consequently,

this author expanded the arena of attitude investigation by developing
and using qualitative instruments to assist in educing the human
experiential

accounts of the

additional use of the

participant's involvement.

The

interview technique and the open-ended

evaluation form furnished revealing results within this pilot study.
The second general type of instrument, described as qualitative,
consists of the interview conducted with randomly selected members of
the Intervention and Control Groups, and the open-ended course
evaluation administered to all participants during the final session.
The interview provided data

in relation to four areas:

(1)

the

meaning of the term multicultural education, (2) the effect of the
course on the participant's understanding of multicultural education,
(3) the effect of the course on the individual personally, and (4) the
level of competencies acquired to bring about change or action steps.
The results of the interview data, when analyzed by both coders (i.e.,
the author and the trainee), demonstrate a noticeable difference
between the Intervention and the Control Groups.
The analysis indicates that the interviewees of the Intervention
Group

understand multicultural education to be a process.

The

responses describe multicultural education as a process that starts
with self-awareness, sensitivity to the understanding of one's selfconcept, perceptions, values, attitudes, and skills.

It is perceived

as an ongoing process that originates within the person and pervades
numerous aspects of life. For these participants, the process created
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change in their understanding of the term multicultural education as
well as change within themselves personally.

Statements clearly

denote that process became an intrinsic, inclusive component of their
understanding of multicultural education.
dimension,

Within

the personal

interviewees express change occurring in their attitudes,

by being more sensitive and open to others and to cultural behaviors;
in their perception of others; and in their ways of acting toward and
interacting with people.
awareness,

References to change

in behavior and decision making,

in attitudinal

in teaching style and

environment are evident in their descriptions of how they would apply
what they experienced

and

acquired within this course.

These

responses attest to the fact that empowerment, the means to be and to
do,

is realized.

In actuality,

for the participants of the

Intervention Group, the gap between theory and practice is bridged.
Data collected from the Control Group reveal mixed, and to some
extent, uncertain responses to the course. Participants tend to view
multicultural education as a program dealing with issues of race, sex,
age, or class.

Awareness of and sensitivity to these issues and to

different cultures, peoples, and behaviors are emphasized.
responses reveal that multicultural
children,

the

students

(i.e.,

The

education begins with the

teaching others).

No statement

discusses the initial stage of multicultural education to include
knowing oneself, understanding one's cultural identity, attitudes,
values, or perceptions as essential.

The results clearly show that

the program perception is the critical component stressed by the
participants of this group.
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The interviewees express minimum change in their understanding
of multicultural education or in their personal development.

Rather,

most state that the course broadened and expanded their knowledge of
specific issues.

One respondent describes a change in attitude from

somewhat pessimistic to more open.

In general, the course created no

eminent change in the academic or personal aspects of their lives.
Application of what they acquired through this course is limited to
curriculum planning, program development and evaluation.

Reference is

made by one interviewee to applying multicultural education through a
greater sensitivity to children's needs and through a consciousness of
the language used in the classroom.

The data evidences few citations

about applying multicultural education within the personal domain of
self-understanding, personal decision making, attitudinal tendencies,
or daily life interactions.

Thus, the prevalent program perception of

multicultural

present

education

in

the

current literature is

actualized and supported in the data produced by these interviewees.
For the participants of the Control Group, the gap between theory and
practice exists.
The analysis of the course evaluation data gathered exhibits a
considerable difference between the Intervention and Control Groups.
All participants of the Intervention Group perceive the course content
to be relevant, thought-provoking, and substantive.

Statements

indicate that the instructor's presentation and manner of delivery
fostered a trusting environment in which the development of personal
growth, reflective analysis, and quality interactions could occur.
Descriptions of the

instructor as a positive role model

are
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reiterated.

The participants evaluate the specific delivery format of

the course offering as comprehensive, valuable, well-balanced, and
appropriate for replication.

The responses of the Intervention Group

participants concerning the course worth evidence a process dimension
value

whereby

they

are

assisted

in gaining

a deeper self

understanding, developing multi-perspectives, being empowered to grow
as

individuals, and implementing the multicultural competencies

acquired within their personal and professional

lives.

Further

comments by the Intervention Group participants verify the process
design as being a meaningful, influential, and educational experience.
In general,

the Control Group data manifest disappointment and

unfulfilled expectations by the participants concerning the course
content.

Statements by some reveal that the instructor's presentation

and delivery style are received favorably.
instructor

as a

good

Comments describe the

facilitator, well-informed, and sincere.

Participants express dissatisfaction with the direction,

and

organization of the instructor's presentation and with the depth of
discussion which transpired within the course.
describing the personal
oriented

Most of the statements

value of the course evidence a program-

import, rather than

a process-oriented dimension.

Respondents conclude that the course helped them understand issues,
develop

curriculum areas,

and define classroom strategies.

Opportunity for additional conments by the Control Group participants
confirm their previously expressed feelings of discontent.
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Summary
The quantitative instrument

(i.e., the opinion survey) which

measured the degree of open or closed belief systems, attitudes toward
racial minorities, and ethnic distance, when statistically analyzed,
showed no significant differences between the Intervention Group and
the Control Group.
However,

the qualitative instruments (i.e., the interview and

the course evaluation) which measured the effect of the process
design, when analyzed, manifested prominent differences between the
Intervention Group and the Control Group.

The Intervention Group, who

were the participants receiving the process design, emerged from the
experience with the belief and the understanding that process is an
intrinsic, essential

component of multicultural education.

It is

perceived as an ongoing, lifelong process that continues, develops,
and changes,

influenced by happenings, events, experiences, and

interactions, as time progresses.
multicultural

The participants recognized that

awareness resides primar i ly withi n the person (i.e.,

philosophy, perceptions, attitudes, values, and skills).
develops

a multicultural person who carries,

these competencies wherever the
personally and professionally.

individual

The process

lives, and transmits
finds

him/herself

The process empowers the person to be

multicultural and to act multiculturally.
The

Control Group, who were the participants receiving the

regularly scheduled course offering, emerged from the experience with
the understanding that program or content is the essential component
of multicultural education.

The participants recognized

that
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multicultural awareness exists within the program, materials, and
curriculum.

The course offering emphasized the development of

multicultural awareness within the formal educational setting by
teaching students, planning programs, and implementing classroom
strategies.

The course offering addresses multicultural knowledge and

information without addressing equally the person who selects and
delivers the program

and curriculum content.

CHAPTER

VI

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
FOR FURTHER RESEARCH
Summary
The history of Multicultural Education in the United States has
portrayed innovations in both the product and program perceptions of
multicultural

education occurring at the implementation level within

school systems and teacher education.
of multicultural

However, the process perception

education has been

overlooked,

ignored, and

minimized, resulting in few or no innovative implementation strategies
having been accomplished within school systems or teacher education
programs.

This pilot study attempted to address the long-neglected

area of process within multicultural

education.

It is designed to

demonstrate that the essence of multicultural education is process,
and that this process must be consciously addressed and implemented to
create a link between theory and practice.

The study was conducted

with 27 participants enrolled in a surnner course entitled:

Curriculum

Development in Multicultural Education, held at the University of
Massachusetts

at Amherst.

dividing them into two groups:

Participants were randomly assigned
(1) the Intervention Group, which

received the process design and (2) the Control Group, which received
the regularly scheduled course offering.
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A design implementing multicultural education as process within
pre-service/in-service teacher education was proposed and tested.

The

design postulated that the teacher is the central participant in the
multicultural awareness process because he or she enacts multicultural
competencies that students can then model.

The programs and curricula

of multicultural education are meaningful and relevant when placed in
the hands of multi cultural ly sensitized and skilled educators.
The process design was tested by means of scales, personal
interviews, and open-ended course evaluations.

An opinion survey, the

quantitative instrument (i.e., Rokeach Dogmatism Scale, Racism Scale,
Bogardus

Social

Distance Scale, and Open-ended Scenarios), was

administered as a post-test following the designated sessions for
implementation of the process design.
instruments were administered.

In addition, the qualitative

The personal interview with randomly

selected participants of both groups was completed, and open-ended
course evaluation forms were administered to all
augmenting the statistical data.

participants

The results of the opinion survey,

when statistically analyzed, evinced no significant difference between
the Intervention Group and the Control Group.

On the other hand, the

personal interviews and the open-ended course evaluations revealed
decisive distinctions between the Intervention and the Control Groups.

Conclusions
The outcome of the quantitative instruments was not entirely
unanticipated.
instruments

The literature relating to the attitudinal measuring
indicated difficulties with the use of rating scales for

no
measuring attitude development and change.

However, the author

administered these classic, widely used techniques, because of their
availability,

to ascertain any attitudinal disposition differences

between the two groups involved in the study.

With regard to this

specific aspect of attitude measurement, the rating scales showed no
significant difference.
Existing research in the area of attitude studies supports the
use of qualitative instruments.

As Selltiz et al. ( 1959) explain:

Every reader of social research publications is familiar
with the fact that raw data (i.e., nonquanti f ied data),
in the form in which they were collected, are often used
in conjunction with data that have undergone analysis and
are on a higher level of abstraction (p. 432-33).
For this reason, such an instrument was developed specifically for
this study and administered to assist
experiential

in eliciting

the human

accounts of the participants' involvement.

These

instruments revealed important, salient distinctions between the
Intervention Group and the Control Group.

Through the use of these

qualitative research tools, the following conclusions can be drawn
concerning the process design implemented:
1.

The participants of the Intervention Group primarily

perceived multicultural education as process.

The data verified that

these participants described multicultural education as a continua1
process

that begins with self-awareness and self-understanding.

Knowing oneself, one's cultural identity, and its influence on one's
perceptions, attitudes, decisions, and interactions with others was
clearly

delineated

in

their

verbal

accounts.

However,

the

participants of the Control Group perceived multicultural education

Ill

mainly as program.

The verbal explanations showed that multicultural

education began with introducing and educating children to understand
multicultural issues and appreciate cultural differences via programs
that expose children to different cultures, peoples, and ways of doing
things.

It was not apparent in the data that the Control Group deemed

it necessary to begin multicultural awareness with self-knowledge, and
understanding of one's cultural

identity and its impact on one's

perceptions, attitudes, and values as an essential

inclusive element

within the basic meaning of multicultural education.
2.

Internalization of multicultural knowledge, attitudes, and

skills enabled the participants of the Intervention Group to transmit
these multicultural competencies within dimensions of their personal
lives

(i.e.,

choices, decisions, and interactions) as well as within

their professional lives (i.e., teaching style, classroom strategies,
and work environment).
hand,

The Control Group participants, on the other

intellectually broadened and expanded their multicultural

knowledge which enabled them to implement multicultural issues and
information within curriculum content and programs.

Implementation

strategies within the personal dimensions of life experiences and
interactions were not evident.
3.

Through the process design, substantial changes occurred in

self-awareness and understanding,

attitudes,

and

behaviors within the participants of the Intervention Group.

The

efficacy of the process
participants.

perceptions,

design was

clearly evident

for these

The process experience assisted these individuals in

recognizing that multicultural awareness resides primarily within the
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person's perceptions, attitudes, and values, as well as within the
external factors of content, curriculum, and materials.
process was

acknowledged as the intrinsic,

Therefore,

important component of

multicultural education that bridges the gap between what one believes
and says,

and what one does.

attitudinal, perceptual

Process confronts and affects the

core dimension of the individual which is

basic to acceptance rather than

mere toleration of cultural

differences.
However, through the regularly scheduled course offering, little
or no decisive change occurred within the participants of the Control
Group.

The course offering experience resensitized these individuals

to multicultural issues and information, assisting them in broadening
their multicultural perspective within the areas of curriculum
programs and instructional materials.

For members of the Control

group, multicultural education is the program one plans, organizes,
and delivers to introduce to children
different

cultures.

Through

and to teach them about

the multicultural curriculum and

programs, children are sensitized to cultural differences, fostering
an

understanding and respect of culturally diverse peoples.

Program,

the external, tangible content, is recognized as the fundamental
component of multicultural education, maintaining the illusion that
multicultural lessons, units, courses, and curricula bridge the gap
and resolve the cultural tensions and difficulties among and between
culturally diverse groups.
4. The data

collected from both the Intervention and the

Control Groups explicitly indicated that the facilitator

is a
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definite, determining participant within multicultural education.
Process necessitates a facilitator who fosters a trusting environment
where reflective analysis, development of quality interactions and
relationships, and personal and professional growth can take place.
The individual who facilitates the process is as critical as the
process itself; for it is the facilitator who models the multicultural
awareness process.

The facilitator within the multicultural education

process releases and liberates the human potentials necessary for
understanding, accepting, and respecting the cultural differences
within oneself and others.

Process, transmitted through a multi-

culturally sensitized and skilled facilitator, produces the means and
the power for effecting profound, long-lasting change.

Recommendations for Further Research
This pilot study, being primarily exploratory in nature, has
surfaced issues and concerns related to the process dimension of
multicultural education that are beyond its scope and are recommended,
therefore, as topics for further research.
The present study was conducted with a small sample population.
Research including a broader capacious audience of educators within
the pre-service and in-service levels of teacher education could yield
more definitive, comprehensive results.

Therefore, the inclusion of a

more culturally diverse representation within the population could
produce divergent, multifarious reactions or responses toward specific
statements and questions presented within both the quantitative and
qualitative instruments administered.
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This pilot study clearly indicated the need for an extensive
investigation of attitude research studies to discover and identify
sensitized and appropriate research tools for measuring attitudinal
development and change.

With these alternate research instruments

available, specific data concerning the process dimension (i.e.,
personal, intragroup or intergroup interactions) might yield notable
attitudinal differences toward culturally diverse individuals and
groups.
To further validate the conclusions regarding process v. program
approach within multicultural education, a follow-up study assessing
the attitudinal differences of students taught by educators who
received one or the other model as part of their pre-service/in¬
service training is recommended.

Such a study could surface salient

information regarding the process dimension, as well as the level and
effectiveness of the multicultural implementation strategies employed
by the educators.
The strong relationship that surfaced between the one who
facilitates the process and the process itself, demonstrated the
necessity for replication of this study in the future.

To validate

the process design, the author could facilitate the process design
with educators who in turn,

after completion of the process

experience, could then replicate the implementation of the process
design with similar sample populations.

Thus, the data collected and

analyzed from these additional representative groups

could

substantiate and augment the research findings related to the process
design within this study.

With the process design implemented by
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other multicultural ly sensitized individuals, its reliability could be
determined.
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APPENDIX A
COURSE DESCRIPTION
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COURSE TITLE:

EDUC I 559

CURRICULUM DEVELOPMENT IN MULTICULTURAL
EDUCATION

INSTRUCTOR:

Joyce Khoury SND , Teaching Assistant

COURSE OBJECTIVES:
- to become sensitized to the basic competencies, concepts,
principles, strategies related to Multicultural Education.
- to develop an understanding of curriculum with a Multicultural
dimension and perspective.
- to develop the ability to perceive the teaching/learning
environment and experiences through Multicultural eyes.
- to gain a fuller understanding of the "ISMS" and their
personal and educational implications.
- to provide an opportunity to analyze, plan, implement the
strategies of Multicultural Education in daily life, in the
total educational environment and in the curriculum.
RECOMMENDED BOOKS:
- Baker, Gwendolyn C. Planning and Organizing for Multicultural
Instruction. Addi son-Wesley Publ i shing, 1983.
- Banks, James A. Teaching Strategies for Ethnic Studies.
Ed. Allyn & Bacon, Inc., 1987.

4th

- Gollnick, Donna & Chin, Philip C. Multicultural Education in
A Pluralistic Society. 2nd Ed. Charles E. Merrill Publishing,

mr.
REQUIREMENTS:
- Reading ALL Handouts distributed within course.

- Attendance/Participation in course activities/assignments.
Portfolio of all completed worksheets, activities, etc.,
completed during course sessions as personal history.
Journal — daily written responses/reacti ons to course happenings to be collected 6/9 and 6/22.
Research four articles (to be selected by the participant),
read, sumniSFui-and review, 2/3 pages to be typed; must be
related to Curriculum/Multicultural Issues.
DUE DATES: Two articles for 6/9 and two articles for 6/16.
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- Implementati on Strategy to be designed/developed; pertinent to
individual participants' expertise, abilities, educational
specialization.
Implementation Strategy must be approved by
the Instructor.
DUE DATE: Week of 6/20.
Implementation Strategy should evidence a sense of PURPOSE
CLARITY, ORGANIZATION, ACCURACY, APPROPRIATENESS, and IDENTI¬
FICATION OF SOURCES.
WEEK I:

6/1 - 6/2
Introduction, Definitions, Understanding of Multi cultural
Education, Culture/Cultural Variables.

WEEK II:

6/6 - 6/9
Understanding of Basic Concepts, Multicultural Curriculum,
Personal /Educational Impl i cations.

WEEK III: 6/13-6/16
Understanding Cultural Differences, the "ISMS," Seeing Through
Another's Eyes, Implications for Educational Environment/
Curriculum.
WEEK IV:

6/20 - 6/23
Implementation Strategies, Analysis/Eval uati on of Materials,
Appl ication of Mul ticultural Competencies, A Multicultural
School /Classroom.
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COURSE TITLE:

EDUC I 559

INSTRUCTOR:

Joyce Khoury SND, Teaching Assistant

CURRICULUM DEVELOPMENT IN MJLTI CULTURAL
EDUCATION

SOME SUGGESTED PERIODICALS:
Call #

Title

P115 J68

Journal of Multi lingual & Multi cultural Development

HT 1501 E73

Ethnic & Racial Studies

Lll E443

Educational Leadersehip

LB45 A75

Anthropology & Education Quarterly

Lll E6

Elementary School Journal

Lll H5

The High School Journal

L BIO 28 T42

Theory Into Practice

L16 J68

Journal of Curriculum Studies

LB5 15

Viewpoints in Teaching & Learning

Bf721 E3

Early Child Development & Care

LB3062 149

Integrated Education

LJ121 P4

Phi Delta Kappan

LC268 J67

Journal of Moral Education

LC213.2 J68

Journal of Educational Equity & Leadership

APPENDIX B
COVER LETTER FOR OPINION SURVEY
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TO:

Course Participants
EDUC I 559 Curriculum Development in Multicultural
Education / Summer 1988

ADMINISTERED BY:

Holly Von Hendy, Psychology Research Assistant
Janet Ruscher, Psychology Graduate Student

As part of a study which examines pre-service/in-service teacher
education, a series of opinion surveys will
insights

be administered to gain

into teaching attitudes and teaching styles.

Please be

assured that these surveys will be anonymous, confidential and in no
way having any effect on your grade.

There are no right or wrong

answers; my interest is in your general

opinion and first response.

You are

free to decide not to answer these surveys, without any

ramifications on you and/or your participation in this course.
have any questions, please do not hesitate to ask me.

Signature of Participant

Date

If you

APPENDIX C
CONSENT FORM FOR INTERVIEW
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Written Consent Form
EDUC I 559
Curriculum Development in Multicultural Education
Summer 1988

Dear Course Participant,
As part of a study, you are being asked to participate in an
interview. The interview will provide an opportunity for you to share
your understanding of multicultural education and to discuss your
responses to the style/content of this course. The interview will be
conducted by a person affiliated with the University and will later be
transcribed. Confidentiality will be maintained.
In all written
matter and oral presentations in which materials from your interview
might be taken, names will not be used. As part of the dissertation,
materials from your interview may be composed as a "profile" in your
own words. Also, some of the interview material may be used for
journal articles or presentations to interested groups, or for
instructional purposes in my teaching.
You may withdraw from the interview process. You may withdraw your
consent to have specific excerpts mentioned, if you notify me by the
end of the course.
If materials were to be used in any way not
consistent with what is stated above, your additional written consent
would be requested.
In signing this form, you are also assuring me that you will make no
financial claims for the use of the material in your interview; you
are also stating that no medical treatment will be required by you
from the University of Massachusetts should any physical injury result
from participation in this interview.
Thank you for considering being a part of this educational effort.

T
, have read the above statement and
agree to participate as an interviewee under the conditions stated
above.
Signature of Participant

Date
Signature of Course Instructor

APPENDIX D
ROKEACH DOGMATISM SCALE
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PERSONAL OPINIONS
The following is a questionnaire of what the general public
thinks and feels about a number of important social and personal
questions. The best answer to each statement below is your personal
opinion. We have tried to cover many different and opposing points of
view; you may find yourself agreeing strongly with some of the
statements, disagreeing just as strongly with others, and perhaps
uncertain about others. Whether you agree or disagree with any
statement, you can be sure that many people feel the same as you do.
Mark each statement in the left margin according to how much you
agree or disagree with it. Please mark every one.
Write +1, +2, +3, or -1, -2, -3, depending on how you feel in
each case.
+ 1 = I AGREE A LITTLE
+ 2 = I AGREE ON THE WHOLE
+ 3 = I AGREE VERY MUCH

-1 = I DISAGREE A LITTLE
-2 = I DISAGREE ON THE WHOLE
-3 = I DISAGREE VERY MJCH

_ 1.

The U.S. and Russia have nothing in common.

_ 2.

The best government is a democracy run by the most intelligent.

_ 3.

I believe in free speech, but not for all.

4.

It's better to have knowledge of beliefs than disbeliefs.

_ 5.

Humans on their own are helpless and miserable.

_ 6.

The world we live in is a lonesome place.

7.

Most people don't give a damn for others.

8.

I want to find someone to solve my problems.

9. ‘ It's natural to fear the future.
10.

There's so much to do, and so little time to do it in.

11.

Once I get wound up, I can't stop.

12.

I repeat myself to make sure I'm understood.

13.

I don't listen.

14.

It's better to be a dead hero than a live coward.

15.

My secret ambition is to become a great person.

16.

The main thing in life is to do something important.
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REMEMBER:

17.
_18.
19.

+1 = I AGREE A LITTLE
+ 2 = I AGREE ON THE WHOLE
+ 3 = I AGREE VERY KJCH

-1 = I DISAGREE A LITTLE
-2 = I DISAGREE ON THE WHOLE
-3 = I DISAGREE VERY NUCH

If given the chance I'd benefit the world.
There are just a handful of great thinkers.
I hate some people because of what they stand for.

_20.

A person without a cause hasn't lived.

_21.

Life is meaningful when there is devotion to a cause.

_22.

There is only one correct philosophy.

23.

A person believing in too many causes is "wishy-washy."

24.

To compromise is to betray one's own side.

_25.

In religion, we should not compromise.

_26.

To consider only one's own happiness is selfish.

_27.

The worst crime is to attack those of similar beliefs.

_28.

Guard against subversion from within.

_29.

Groups tolerating diverse opinions can't exist.

_30.

There are two kinds of people; those for and those against truth

_31.

My blood boils when others won't admit they're wrong.

_32.

One who thinks only of one's own happiness is beneath contempt.

_33.

Most printed ideas aren't worth the paper they're printed on.

34.

To know what's going on, rely on leaders.

35.

Reserve judgement until you hear leaders' opinions.

36.

Pick friends who believe as you do.

37.

The present is unhappy.

38.

To accomplish a mission, gamble all or nothing.

39.

Most people don't understand what's going on.

40.

Most people don't know what's good for them.

The future is what counts.

APPENDIX E
RACISM SCALE
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PERSONAL POLITICAL OPINIONS
We are interested in the range of political opinions at UMass
Below are a number of opinion statements about public issues*
politics, and your beliefs about the world in general. You will agree
with some, disagree with some, and have no opinion about others. You
are under no obligation to give an opinion on any item. However, we
would like for you to indicate when you do not have an opinion or when
you do not wish to answer, so please do not leave any questions blank.
Please use the following scale to indicate your degree of
agreement with each item.
AGREE
STRONGLY
5

AGREE
SOMEWHAT
4

NO
OPINION
3

DISAGREE
SOMEWHAT
2

Your replies will be completely confidential.
only in group averages and percentages.

DISAGREE
STRONGLY
1
We are interested

_

1.

Our society would have fewer problems if people had less
leisure time.

_

2.

I would oppose a consituti onal amendment aimed at ridding the
country of pornography and sexual immorality.

_

3.

In a democratic society, the opinion of the majority should
always prevail.

__

4.

Race is one factor in determining intelligence.

5.

I favor laws that permit anyone to rent or purchase housing
even when the person offering the property for sale or rent
does not wish to rent or sell it to that type of person.

6.

Sex education should be taught in the public school systems
of the United States.

7.

It is easy to understand the anger of minorities in America.

8.

Women aren't safe any more on the streets at night in my
neighborhood.

9.

Over the past few years, minorities have gotten more
economically than they deserve.

10
-

*

I am opposed to the United States maintaining formal
diplomatic relations with the People's Republic of China.

11.

A distaste for work usually reflects a weakness of character.
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REMEMBER:

AGREE
STRONGLY
5

AGREE
SOMEWHAT
4

NO
OPINION
3

DISAGREE
SOMEWHAT
2

DISAGREE
STRONGLY
1

_ 12.

Over the past few years, the government and the news media
have shown more respect for minorities than they deserve.

_ 13.

I favor open or fair housing laws.

_ 14.

The United States should not enter
negotiations with Russia.

_ 15.

I would favor a constitutional amendment to permit non¬
sectarian prayers and religious services in the public
schools.

_ 16.

Some groups are getting too demanding in their push for equal
rights.

_ 17.

Generally speaking, I favor full racial integration.

_ 18.

I favor ratification of the ERA (Equal Rights Amendment to
the United States Constitution).

_ 19.

I favor a strong build-up of U.S. Defense capabilities.

_ 20.

Minorities have more influence upon school desegregation
plans than they ought to have.

_ 21.

It was wrong for the United States Supreme Court to outlaw
segregation in its 1954 decision.

-

arms

limitations

22.

It is wrong for a woman to ask a man out on a date.

23.

The United States Senate did the right thing when it passed
the Reagan economic package.

24.

Discrimination against minorities is no longer a problem in
the United States.

25.

It is easy to understand the anger of women in America.

26.
*

Busing elementary school children to schools in other parts
of the city or suburbs only harms their education.

27.

Most of the people on welfare need it and could not get along
without it.
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REMEMBER:

28.

AGREE
STRONGLY
5

AGREE
SOMEWHA
4

NO
OPINION
3

DISAGREE
SOMEWHAT
2

DISAGREE
STRONGLY
1

Interracial marriages are generally a bad idea.

_ 29.

In a divorce, the woman should always receive custody of the
children.

30.

If a black family with about the same income and education as
I have moved next door, I would mind it a great deal.

31.

Streets aren't safe these days without a policeman around.

32.

An all-out nuclear war is probably inevitable within my
1 if eti me.
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1
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2
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3
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do not
know it.

4
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5
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Turk *

dictate.
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i
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FANTASY:

BUS TRIP

You are taking a transcontinental bus to New York City.
first trip to New York.
warm summer evening.

It is your

The ride has been quite pleasurable.

You feel
—

- -

It is a
_

■

•

You look around the bus and notice that all the passengers on the bus
are White.
The trip
notice

-----

You feel

—

-

-

-

•

~

is coming to a close.
-

You feel

-

-

-

— -

-

-

- -

-

-

•

•

—

You feel

_.

The bus driver says that everyone

The bus has broken down.
.

Complete the scene.

You
_

_

All of a sudden the bus stops.

must get out.

You are approaching New York.

You notice _

You feel
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SIMULATION:

PUBLIC SCHOOL SETTING

Nathaniel Hawthorne Middle School is a predominantly White Public
School.

Of the seven hundred students, seventy-five are Black and

Native American.

Recently, in the Seventh Grade an

two students occurred.

incident between

A White male student called a Black male

nigger," and a fight ensued.

This incident stirred up many feelings

among all the students in the class, but especially among the few
Black and Native American students.

These students put together a

list of demands and presented them to their teacher.

You are the teacher of this Seventh Grade classroom.
and in your early thirties.

You are White

You have been a teacher at the Nathaniel

Hawthorne Middle School for the past six years and have established a
good rapport with your students and colleagues.

As a teacher, you

have a reputation of being sensitive and fair to all

students.

You

are extremely concerned about this incident, a bit astonished and are
now in the position where you must address the incident with the
students in your class.

As the teacher -- What would you do?
to?

Would you talk to the whole class?

you talk to anyone?

Which students would you speak
What would you say?

Would

APPENDIX H
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FANTASY SCENARIO

Coding Categories
Constructi ve

words that express optimism, positive
attitudes, good feelings, constructive
thinking, contentedness.

Destructi ve

words that express pessimism, negative
attitudes, bad feelings, destructive think
uncomfortableness, fear.

Neutral

words that express ambiguous feelings,
indecision; words unable to categorize
because meaning unclear.

APPENDIX I
CODING FOR PUBLIC SCHOOL SCENARIO
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PUBLIC SCHOOL SCENARIO
Coding Categories
Teacher Control

== degree to which the teacher takes charge

Both Students
Involved

= degree to which both students participate
in the resolution/decision making process

Black Student
Involved

= degree to which the Black student only is
involved or participates in process

White Student
Involved

= degree to which the White student only is
involved or participates in process

Class Involved

= degree to which the class is included in
participating in the resolution/decision
making process

Empathy
Black Student

= empathy, expressions of support for the
Black student

Empathy
White Student

= empathy, expressions of support for the
White student

Blame Black

= expressions placing the Black student at
fault

Blame White

= expressions placing the White student at
faul t

Racist Terms

= use of terms such as: racism, discrimina¬
tion, prejudice, derogatory terms

Program Uses

= implementation of content, curriculum
strategies (activities, instruction, units,
lessons) to address the issue

Process Uses

= implementation of developmental strategies
(discussion, reflection, role playing,
on-going dialog, continual endeavors,
communication) to address the issue

Outside Resources

= inclusion and involvement of counselors,
principals, conmunity resource persons,
educational resource persons

APPENDIX J
PERSONAL INTERVIEW
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Personal Interview

1.

Would you share with me some of your history about yourself
cul tural ly/professional ly?

2.

Have you any comments, suggestions that you would like to share
concerning this course and/or your participation within this
course?

3.

How would you describe what Multicultural Education means to you?

4.

Has your understanding of Multicultural Education changed in any
way or been re-confirmed since your participation in this course?
Please explain.

5.

Have you changed in any way since your participation in this
course?

If so, how?

If not, would you discuss why, or perhaps

what you might like to change?

6.

How would you apply what you have learned or what has been
reaffirmed within this course?

APPENDIX K
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PERSONAL INTERVIEW
Coding Categories

Question 3

What does Multicultural Education mean to you?
PERCEPTION
FRAMEWORK
COMPETENCIES
EMPOWERMENT

Question 4

Question 6

PROCESS/PROG RAM
NARROW/IN CLU SI VE
KNOWLEDGE/ATTITUDES/SKILLS
LEVEL OF CHANGE/ACTION/APPLICATION

Has your understanding of Multicultural Education
changed ?
PERCEPTION
FRAMEWORK
DIMENSION
NO CHANGE

Question 5

=
=
=
=

=
=
=

PROCESS/PROGRAM
NARROW/ INCLUSIVE
CYCLICAL, ONGOING/LINEAR, PRODUCT

Have you changed in any way?
PERCEPTION

=

ATTITUDE

=

BEHAVIOR
NO CHANGE

=

IN THOUGHT, WAYS OF LOOKING,
PERSPECTIVE, POINT OF VIEW
MIND SET, SENSITIVITY, VALUES,
FEELINGS, DISPOSITION
IN WAYS OF ACTING, BEHAVING, DOING

How would you apply what you have learned?
CONTENT
STRUCTURE
APPROACH
INCLUSIVE

PROCESS
NO APPLICATION

CURRICULUM, LESSONS, UNITS,
MATERIALS, PROGRAMS
RULES, MANAGEMENT, POLICIES,
CLASSROOM ORGANIZATION
METHODS, TEACHING STYLE, USE OF
MATERIALS
INTEGRATE INTO DAILY LIFE, ACROSS
THE CURRICULUM, PERSONAL AND
PROFESSIONAL DIMENSION
ENVIRONMENT, INTERACTIONS, LANGUAGE,
PERCEPTIONS, ATMOSPHERE, ATTITUDES
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EDUC I 559

CURRICULUM DEVELOPMENT IN NULTI CULTURAL EDUCATION
SUNMER 1988

IN STRU CTO R:

__

COURSE EVALUATION
Please evaluate each of the following areas:

Appropriateness of Course Content:

Instructor/Presentation:

Materials/Handouts/Activities:

What did this course mean to you?

Other Comments:

Thank You.

APPENDIX M
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COURSE EVALUATION
Coding Categories

CONSTRUCTIVE

appropriate, rewarding, relevant, open,
prepared, interesting, enthusiastic,
encouraging, useful, practical, helpful,
informative, resourceful, organized,
sensitive, balanced, good listener,
approachable, fulfilled expectations

DESTRUCTIVE

inappropriate, disappointing, waste of time,
irrelevant, insufficient, close-minded,
unapproachable, unprepared, less helpful,
frustrating, one-sided, overwhelming,
expectations unfulfilled, disorganized

UNDECIDED

=

ambiguous, unclear, uncertain

PROCESS

=

ongoing development, self-awareness, perception,
growth, reflection, open mind, positive
attitude, sense/appreciation of diversity,
interaction, values, empowerment

MATERIALS

=

content, facts, information, issues, program,
activities, instruction, curriculum
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